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ABSTRACT
Social and Emotional Competence (SEC) is comprised of five main components: selfawareness, self-management, social awareness, relationship skills, and responsible decisionmaking. Within the context of K-12 education, SEC is typically explored through the lens of
student achievement or student progress. This area of research is noteworthy as teachers are
trained in SEL to assist and support students, not themselves or one another (Wiglesworth et al.,
2016). Although teachers may receive training on SEC, the teachers rarely are the focus of that
training (Aldrup et al., 2021). One area of particular interest is the setting of charter schools and
how they address SEC. This distinction is relevant due to the increased number of charter
schools throughout the K-12 school system. How do charter schools address SEC for teachers
rather than just for students? Looking at teacher SEC as something that exists independently of
student outcomes, this study sought to examine the role that peer relationships played in the
development, the promotion, and the maintenance of teachers’ SEC. Employing a primarily
quantitative approach and demographic information, Likert-scale survey questions, and openended questions, this study uncovered themes related to teacher SEC and the role of peer
relationships. The findings from this study include statistical significance for the correlation
between new teachers, Hispanic teachers, and Interpersonal Relationships. In addition, the
charter school environment impacts Teacher Social and Emotional Competence. These findings
contribute to the knowledge and understandings of teacher SEC, and provide insight into how
charter schools address teacher SEC.

iii

ACKNOWLEDGEMENTS
First and foremost, I want to thank my wife, Annie and son, Holden. They have been with me
every step of the way through this journey. Without their support, care, compassion, and patience
there is no way I would have made it to this point. Thank you, Annie and Holden, for being my
biggest cheerleaders! Thank you to Dr. Shaoan Zhang for walking with me step by step from day
one of this process. You have helped me countless times and helped keep me going through a
multitude of challenges and obstacles. Thank you, Dr. Chia-Liang Dai. Your kindness, insight,
and willingness to be my co-chair ensured that I would make it this far. Thank you, Dr. Peter
Wiens and Dr. Nathan Slife. Your input and guidance have been invaluable.

iv

TABLE OF CONTENTS
ABSTRACT ................................................................................................................................ iii
ACKNOWLEDGEMENTS ........................................................................................................ iv
TABLE OF CONTENTS ............................................................................................................. v
LIST OF TABLES ...................................................................................................................... ix
CHAPTER 1 TEACHER SOCIAL AND EMOTIONAL COMPETENCE IN CHARTER
SCHOOLS .................................................................................................................................... 1
Introduction .................................................................................................................................. 1
Charter Schools ............................................................................................................................ 2
Statement of Problem ................................................................................................................... 3
Teacher Social and Emotional Competence ................................................................................. 3
Teacher Relationships .................................................................................................................. 4
Research Questions ...................................................................................................................... 5
Significance of Study ................................................................................................................... 6
Purpose of Study........................................................................................................................... 7
Explanation of Key Terms............................................................................................................ 7
CHAPTER 2 THEORETICAL FRAMEWORK AND LITERATURE REVIEW ..................... 9
Theoretical Framework ................................................................................................................ 9
Literature Review ....................................................................................................................... 11
Teacher SEC ......................................................................................................................... 12
Emotional Intelligence.................................................................................................... 12
Importance of SEC ......................................................................................................... 14
SEC Programming .......................................................................................................... 15

v

Impact of SEC ................................................................................................................ 15
SEC and SEL in Teacher Education ..................................................................................... 17
SEC and Relationships ................................................................................................... 19
Teacher Relationships .......................................................................................................... 20
Relationships and Emotions ........................................................................................... 21
Teachers and Racial Identity ................................................................................................ 23
Charter Schools .................................................................................................................... 24
Charter Schools and Public Schools ............................................................................... 25
CHAPTER 3 METHODOLOGY ............................................................................................... 27
Research Design ......................................................................................................................... 27
Research Questions .................................................................................................................... 27
Participants and the Context of the Study .................................................................................. 28
Instrument and Data Sources ...................................................................................................... 31
Data Collection ........................................................................................................................... 34
Data Analysis.............................................................................................................................. 36
Validity and Reliability .............................................................................................................. 39
Limitations .................................................................................................................................. 40
Conclusion .................................................................................................................................. 40
CHAPTER 4 RESULTS............................................................................................................. 43
Results ........................................................................................................................................ 43
CHAPTER 5 DISCUSSION ...................................................................................................... 60
Introduction ................................................................................................................................ 60
Brief Summary of the Findings .................................................................................................. 61

vi

Teacher SEC ......................................................................................................................... 61
Previous SEC Experience ..................................................................................................... 61
SEC Factors .......................................................................................................................... 62
Charter School Environment Impact on Collaboration and Planning .................................. 62
New Teachers ....................................................................................................................... 63
Racial Identity ...................................................................................................................... 64
Role of the Charter School Environment ............................................................................. 65
Reasons that Account for the Results ......................................................................................... 65
Reporting of Specific SEC Factors....................................................................................... 65
Teacher Preparation .............................................................................................................. 66
Interpersonal Relationships .................................................................................................. 66
Reporting of Demographic Factors ...................................................................................... 67
New Teachers and Racial Identity ........................................................................................ 67
Charter Schools .................................................................................................................... 68
Contributions to Literature ......................................................................................................... 68
Implications for Teacher Education ........................................................................................... 70
Limitations .................................................................................................................................. 72
Future Implications ..................................................................................................................... 73
APPENDICES ............................................................................................................................ 74
Appendix A: Survey Instrument ................................................................................................ 74
Appendix B: IRB Approval ....................................................................................................... 79
Appendix C: Informed Consent ................................................................................................. 80
REFERENCES ........................................................................................................................... 81

vii

CURRICULUM VITAE ............................................................................................................ 91

viii

LIST OF TABLES
Table 1 Demographic Characteristics of the Sample………………………………………….. 30
Table 2 Data Sources and Research Questions………………………………………………... 32
Table 3 Data Collection Timetable……………………………………………………………. 37
Table 4 Descriptive Statistics: Overall Teacher Social Emotional Competence Averages…….45
Table 5 Correlation Results: Based on Teacher Social Emotional Competence Factors from
SECTRS Instrument…………………………………………………………………………….47
Table 6 Interpersonal Relationship influence on collaboration and planning…………………..48
Table 7 ANOVA Results: Differences of all 4 Teacher Social Emotional Competence Categories
based on Years Taught………………………………………………………………………….51
Table 8 Multiple comparisons between years taught and Interpersonal Relationships………...52
Table 9 ANOVA Results: Differences of all 4 Teacher Social Emotional Competence Categories
based on Racial Identity………………………………………………………………………...53
Table 10 Multiple comparisons between racial identity and Interpersonal Relationships…….. 53
Table 11 ANOVA Results: Differences of all 4 Teacher Social Emotional Competence
Categories based on Grades Taught…………………………………………………………… 55
Table 12 Multiple comparisons between grades taught and Teacher Student Relationships......55
Table 13 ANOVA Results: Differences of all 4 Teacher Social Emotional Competence
Categories based on Subject Taught……………………………………………………………56
Table 14 ANOVA Results: Differences of all 4 Teacher Social Emotional Competence
Categories based on Gender…………………………………………………………………….56
Table 15 Role of Charter School Environment in development or promotion of overall Social and
Emotional Competence…………………………………………………………………………58

ix

CHAPTER 1 TEACHER SOCIAL AND EMOTIONAL COMPETENCE IN
CHARTER SCHOOLS
Introduction
Teacher Social and Emotional Competence (SEC) has become a hot topic within
educational research (Schiepe-Tiska et al., 2021). While self-awareness, self-management, and
social awareness (Schiepe-Tiska et al., 2021) have been explored, research on relationship skills
within SEC is lacking and deserves further exploration, since teacher SEC is essential to
addressing the unique challenges of the teaching profession (Aldrup et al., 2021). Those unique
challenges relate directly to a profession that is in constant flux and requires teachers to be
experts not only in subject matter but also interpersonal and intrapersonal skills (Durlak et al.,
2011). Teacher SEC would be one means of addressing those changes and how to best utilize
those skills both inside the classroom and within the overall school environment.
This study focused within the overall school environment, specifically regarding the
relationship skills developed, promoted, and maintained as part of teacher SEC. Teachers’
interpersonal relationship skills are vital to their success as both educators and professionals. The
research is robust on what happens inside of the classroom and how teachers interact with
students, especially involving student outcomes and achievement. The research is less robust
when discussing teachers’ relationships with one another, how they are formed, and the impact
that they have on the teacher. The goal of this study was to examine the teachers’ interpersonal
relationships of teachers with their peers and see how those relationships impacted them.
Previous research stated that school professionals were critically important in how
schools chose to implement SEL training, and the subsequent development of SEC, yet despite
the increase in SEL training, such training is still minimal at the preservice level (Humphries &
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McKay-Jackson, 2021). Furthermore, previous research has indicated that reviews conducted
over the past few years indicated that teacher SEC was a low priority in teacher preparation
(Hadar et al., 2020). In examining Teacher SEC external to student outcomes, achievement, and
behavior, the possible implications are vast and far reaching.
Charter Schools
There are relevant differences between traditional public schools and charter schools that
must be discussed for contextualization and general understanding. De Luca and Hinshaw (2006)
defined a charter school with the following characteristics: “publicly funded, governed by an
independent group, and abides by state and federal academic accountability requirements” (p.
67). Parlady et al. (2015) further distinguished public schools from charter schools in terms of
their organizational structure, hierarchy, and funding. These differences cannot be underscored
enough, however, the relevant aspects of charter schools pertain to how they address teacher
preparation and teacher education.
Given the current public education climate, charter schools are gaining in popularity, and
as they take a larger piece of the educational pie, the teachers they hire matter and how they train
them matters. As charter schools gain in prevalence and prominence, their approach to teacher
education and their hiring practices add levels of complexity. Torres and Weiner (2018)
discussed these hiring practices, noting many teachers are hired through alternative routes to
licensure such as Teach for America. These first-year teachers arrive at the schools with different
preparation and training than a first-year teacher who has gone the traditional route of earning a
four-year degree in education. Goldring et al. (2013) found that charter school teachers skew
younger and less experienced than those found in traditional public schools, highlighting more
differences between the training and make-up of the teacher population in charter schools.
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Statement of Problem
Currently little is done to address the need for teachers in a K-12 charter school setting to
assist their own Social Emotional Learning and subsequent Social and Emotional Competence
(Taylor et al., 2017). While programs, curriculum, and endeavors highlight the need for SEL
training, it is done with a focus on student outcomes and the classroom setting. “Teachers’
beliefs about their comfort level in implementing SEL, their perceived support and promotion of
SEL in the school, and their commitment to improving their skills in SEL were strongly related
to their experiences of stress, teaching self-efficacy, and job satisfaction” (Yang, 2021, p. 514).
The research cited dealt with public schools, not charter schools, and that is problematic. As
charter schools become a more viable option to public schools and enrollments increase, there is
a need to look at SEL and SEC development, promotion, maintenance, and training for teachers.
Based on previous research, if teachers were the direct benefactors of SEL training and
increased SEC, job satisfaction would increase, teacher mobility would be reduced, and student
outcomes would increase. If schools promoted teacher SEC, specifically the relationship skills
aspect, teachers’ job satisfaction would increase, as would self-efficacy and teacher retention.
Teacher Social and Emotional Competence
The Collaborative for Academic, Social, and Emotional Learning (CASEL) (2012) lists
five core competencies: self-awareness, self-management, social awareness, relationships skills,
and responsible decision-making. Although these core competencies provide a basis for
understanding overall social and emotional competence, this study sought to address the notion
that there is a unique opportunity to focus research of social and emotional competence and
social emotional learning research on the teacher and teacher outcomes; existent research on this
topic is minimal (Schiepe-Tiska et al., 2021), and highlights a need for research on this topic.
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While research about professional learning communities does not address directly how
teachers create and foster relationships, it provides a corollary explanation to the importance of
relationships in the context of social and emotional competence of teachers. Most teacher-teacher
relationships fall into the categories of mentorship, new teacher induction programs, professional
learning communities, and professional development. This research serves as a vehicle for
examining teacher-teacher relationships that exist beyond the formal, required, or mandated.
Research on teacher-teacher relationships is minimal but looking at teacher-student relationships
may serve as a viable surrogate. The surrogacy manifests itself in how teachers employ social
and emotional learning to address challenges in the classroom may be akin to how they would
apply similar skills and strategies when dealing with their peers. Jennings and Greenberg (2009)
spoke directly to this notion when they discussed the positive impact socially and emotionally
competent teachers have on their classrooms, their relationships, classroom management, and
their instructional practices.
Teacher Relationships
It could be argued that many teachers meet their contractual obligations, using prep time
to meet with their predetermined or assigned collaborators; the hypothesis posed by this study,
however, is that the more meaningful relationships are self-initiated and exist in a less formal
domain. These relationships become the foundation for the fourth indicator of SEC, relationship
skills. Examination of current research indicates how teachers formulate personal and
professional relationships with their peers, specifically other teachers, but does not address this
topic; the primary focus of teacher relationships exists in the realm of teacher-student, teacherparent, teacher-administrator, and teacher-institution. This research addresses to the gap in the
literature on teacher relationships within the charter schools setting. The common denominator
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of this examination was teachers as a clear focus of educational research, however, the gaps in
non-student directed teacher social emotional learning and teacher-teacher relationships still are
prominent. Such gaps grow wider within the charter school environment.
In providing the initial background to the purpose of education and to narrow the focus to
teacher mobility and job satisfaction as the outcomes, and teacher social emotional learning and
teacher relationships as the inputs, the next step is to examine the milieu in which these inputs
and outputs take place. For this examination, charter schools served as the educational
ecosystem. The charter schools educational setting requires examination; research is scant to
non-existent regarding both teacher social emotional learning and teacher relationships within
charter schools. A review of literature yielded no relevant results for social and emotional
competence. Additionally, limited specific research existed at the time of this study on the topic
of relationship development within the charter school environment.
Research Questions
1) What is the overall Social and Emotional Competence of Teachers in the Charter School
setting, specifically in the areas of Interpersonal Relationships, Emotion Regulation, Social
Awareness, and Teacher-Student Relationships?
2) Is there a relationship between Teacher Social and Emotional Competence specifically
Emotion Regulation, Social Awareness, Teacher-Student Relationships and teacher perceptions
of their Interpersonal Relationships with faculty and staff?
3) Are there differences in Teacher Social and Emotional Competence, specifically Interpersonal
Relationships, Emotion Regulation, Social Awareness, and Teacher-Student Relationships based
on certain demographic characteristics including grade level taught, teaching experience, subject
taught, gender, and ethnicity?
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4) What role does the charter school environment play in the development of Teacher Social and
Emotional Competence?
Significance of the Study
While SEC is viewed as important and is prevalent within the lexicon of teacher
education, it is not studied through the lens of teacher education and improvement. In most
situations and circumstances SEC, and subsequently SEL, is viewed as a vehicle to enhance
teacher-student relationships, increase student engagement, and improve student achievement.
Teacher education is missing the opportunity to provide vital training and skill acquisition for
new teachers, as well as employing professional development for current teachers to support
their learning and adaptation to the ever-changing educational landscape. Barbezat and Bush
(2014) and Gunnlaugson et al. (2014) conducted studies applying SEC style training within
different content areas at the higher education level, but their studies served a small sample size
and limited foray into much deeper waters. There is a clear need to investigate instances of SEC
focused practices occurring within teacher education programs along with a deeper examination
of prevailing thoughts and feelings associated with SEC held by teacher education students and
faculty. The lack of research analyzing how teachers create relationships, exclusive of school or
site mandated programs such as mentors, grade level or content focused professional learning
communities or required preparation time with peers, is an area worthy of further examination.
Yoder (2014) conducted significant research in social and emotional competence
curriculum. The concepts explored speak to the utilization of social and emotional
competence in terms of the student and student outcomes, rather than how teachers
regulated and monitored their own emotional development and journey. In the realm of
Teacher Education Research, Teacher Social and Emotional Competence is most frequently
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discussed, examined, and researched through the lens of student achievement and student
outcomes. However, exploring Social and Emotional Competence as a lens for teacher
development and success is a rare opportunity to explore an under-researched topic of high
interest and value in the educational sphere. The hypothesis would be that increased
Teacher Social and Emotional Competence leads to improved teacher outcomes as well as
positive student outcomes. It may be an opportunity to evolve as educators, and researchers,
whereby the creation of Teacher Social and Emotional Competency, or TSEC, becomes a
new norm in how teachers are trained and prepared to handle these ever-changing times.
Learning more about peer relationships and how they are informed by TSEC could have far
reaching effects within not only the teaching profession, but within teacher education as
well.
Purpose of the Study
The purpose of this study was to examine how charter schools address Teacher Social
and Emotional Competence, and primarily the impact of peer relationships on the development,
promotion, and maintenance of Teachers’ SEC in both academic and non-academic areas of their
teaching practice. Based on the research and evidence presented, there is a clear and present need
for teacher-centered SEC training along with training focused on creating, fostering, promoting,
and enhancing self-initiated positive teacher-peer relationships.
Explanation of Key Terms
Social Emotional Learning (SEL). Social emotional learning, as defined by CASEL (2012) is:
the process through which children and adults acquire and apply the knowledge, skills,
and attitudes to develop healthy identities, manage emotions and achieve personal and
collective goals, feel and show empathy for others, establish and maintain supportive
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relationships, and make responsible and caring decisions. (p. 6)
Social Emotional Competence (SEC). “These five domains are interconnected sets of
intrapersonal, interpersonal, and cognitive competencies that are all differentially related to
students’ academic and social competencies across grade levels” (Yang, 2021, p. 507). They
include self-awareness, self-management, social awareness, relationship skills, and responsible
decision making.
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CHAPTER 2 THEORETICAL FRAMEWORK AND LITERATURE REVIEW
Theoretical Framework
Social and Emotional Competence (SEC) is not a new area of study. The nonacademic and non-content related skills associated with success in school are essential and
always being explored (Kautz et al., 2014). Teacher SEC is most frequently discussed,
examined, and researched through the lens of student achievement and student outcomes
(Liew & McTigue, 2010), thus exploring SEC as a lens for teacher development and
success is a rare opportunity of a win-win situation. The basic premise would be that
increased Teacher SEC leads to improved teacher attitudes/outcomes as well as positive
student outcomes (Rieger et al., 2017).
According to the Collaborative for Academic, Social, and Emotional Learning (CASEL)
(CASEL, 2008), SEC encompasses a set of skills including recognizing and managing our
emotions, developing caring and concern for others, establishing positive relationships, making
responsible decisions, and handling challenging situations constructively and ethically. The
CASEL model views social emotional skills at two levels: the intrapersonal and interpersonal
level. The former involves one’s understanding and regulation of one’s emotions, whereas the
latter involves understanding others’ emotions and relationships with others, as well as responsible
decision-making skills. The five domains of this framework are self-awareness, social awareness,
self-management, relationship management, and responsible decision-making. Dorman (2015)
summarized these five core competencies outlined by CASEL.
● Self-awareness: The ability to accurately recognize one’s emotions and thoughts and their
influence on behavior. This includes accurately assessing one’s strengths and limitations
and possessing a well-grounded sense of confidence and optimism.
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● Self-management: The ability to regulate one’s emotions, thoughts, and behaviors
effectively in different situations. This includes managing stress, controlling impulses,
motivating oneself, and setting and working toward achieving personal and academic
goals.
● Social awareness: The ability to take the perspective of and empathize with others from
diverse backgrounds and cultures, to understand social and ethical norms for behavior,
and to recognize family, school, and community resources and supports.
● Relationship skills: The ability to establish and maintain healthy and rewarding
relationships with diverse individuals and groups. This includes communicating clearly,
listening actively, cooperating, resisting inappropriate social pressure, negotiating
conflict constructively, and seeking and offering help when needed.
● Responsible decision-making: The ability to make constructive and respectful choices
about personal behavior and social interactions based on consideration of ethical
standards, safety concerns, social norms, the realistic evaluation of consequences of
various actions, and the well-being of self and others. (p. 106)
At the most basic level, Social and Emotional Learning (SEL), or “non-cognitive factors
related to the educational environment including student’s own self and social awareness, as well
as self-management, lead to the development of their own SEC, specifically positive social
behaviors, emotional management, and relationship building skills” (Durlak et al. 2011, p. 406).
With the basic understanding of SEC and SEL, the focus of Wiglesworth et al. (2016) moved to
ascertain where teachers fall on the spectrum of SEL training for their personal and professional
purposes. This area of research is noteworthy as teachers are trained in SEL to assist and support
students, not themselves or one another (Wiglesworth et al., 2016).
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This study uses the theory of SEC as a tenet of each aspect of the research design
including the premise for each of the research questions, the instrument selected, and how the
data was examined.
Literature Review
The existing literature can be divided into four sections: teacher SEC, SEC and SEL
in teacher education, teacher relationships, and charter schools. These sections selfmanifested or were determined by the available research using specific search terms. The
search was conducted using the University of Nevada, Las Vegas library online search
engine. Key words and phrases included Teacher Social Emotional Competence, Social
and Emotional Competence, Social and Emotional Learning, Relationships, Peer
Relationships, Peer Learning, Interpersonal Relationships, and Charter Schools, and various
combinations of the terms. The Education Resource Information Center (ERIC) was the
primary database used along with the parameters or limiters of research from 2000 through
2020, only scholarly or peer-reviewed articles or sources, and available in full text form.
Additional modes of research included the snowball method, whereby articles and studies
were reviewed and citations from those articles or studies begat more relevant sources and
studies. It is important to note that there is a clear and definitive gap in the research
pertaining to Teacher SEC, Teacher Peer Relationships, and Teacher Social Emotional
Competence and Peer Relationships in the Charter School setting. Additionally, when using
the above referenced search terms, most of the articles found were in the context of either
student achievement, student outcomes, student relationships, or teacher student
relationships. The articles rarely focused on the relationships developed amongst teachers,
as peers, and related to the development of teacher SEC rather than student SEC.
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Teacher SEC
It is important to clarify the purpose of creating a common language, especially important
in the realm of SEC; several terms are bandied about, but they do not all mean the same thing
(Zhou & Ee, 2012). With the emergence of the Collaborative for Academic, Social, and
Emotional Learning (CASEL), a better understanding emerged for defining SEC and SEL. That
understanding in its simplest terms was that SEC is an outcome of SEL. “These five domains are
interconnected sets of intrapersonal, interpersonal, and cognitive competencies that are all
differentially related to students’ academic and social competencies across grade levels” (Yang,
2021, p. 507).
For teachers, and students, the use of SEC means that they can self-monitor
behavior and regulate learning (Zhou & Ee, 2012). Hen and Goroshit (2016) built on this
definition and further discussed using SEC to manage relationships and to be self-aware.
Therefore, teachers would be not only able to deal or manage students and classroom
dynamics, but they would have the skills to carry themselves as professionals, employees,
coworkers, and peers. It is noteworthy that beyond the citations included within this
section, there is a scarcity of direct research on the topic of teacher SEC (Hen & Goroshit,
2016).
Emotional Intelligence
A growing number of scholars support the inclusion of teacher targeted Emotional
Intelligence (EI) competence (the ability to positively manage emotions, effectively
communicate, demonstrate empathy, and deal with conflict) development as a crucial element of
SEL programs (e.g., Brackett et al., 2007; McCown et al., 2007; Palomera et al., 2008). It is
argued that such inclusion would support EI development in students (Brackett et al., 2009). A
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SEL context enables teachers to “walk the talk” (Cohen & Sandy, 2007, p. 70) and to “practice
what [they] preach” (Cohen, 1999, p. 18). Teachers who develop their own EI competencies are
better able to model desired EI behaviors, apply EI-based principles to everyday situations, and
facilitate interpersonal problem-solving and conflict resolution (e.g., Elias et al., 1997; Jennings
& Greenberg, 2009). Zinsser et al. (2014) directly addressed the role that SEL plays in preschool
classrooms and early childhood centers, specifically that there was difference between highly
emotionally supportive teachers and moderately supportive teachers and their views on teachers’
beliefs about emotions and the value of SEL, SEL strategies, and the perception of the teacher’s
role in the delivery of SEL. Gallardo et al. (2019) addressed the importance of EI, which deals
with managing emotions and developing positive productive relationships, within the classroom
context and for student well-being. These two components of EI and SEL align with the core
competencies of SEC. Lastly, Paxton et al. (2014) examined collective teacher efficacy, or
collective efficacy (CE). This concept relies on the tenets of SEC and EI in that CE and the
efforts of educators as a group to create positive student outcomes. While Paxton et al. (2014)
did not specifically discuss SEC, their study did explore similar concepts. Those efforts fell in
the realm of promoting self-awareness, social awareness, responsible decision-making,
relationships skills, and self-management (SREE, 2014).
As stated, SEC is comprised of self-awareness, self-management, relationships skills,
social awareness, and responsible decision-making. Camacho et al. (2018) used a mixed methods
study to explore 160 urban teachers’ thoughts and feelings related to stress, the sociopolitical
climate of teaching, and other site-based factors. Even though the research did not specifically
call out SEC identifiers, a direct link was found between how teachers respond to stressors and
challenging situations, specifically help-seeking attitudes and SEC. That link served as a building
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block to the notion that teacher SEC, or behaviors and attitudes akin to SEC, are beneficial to the
overall behaviors of teachers. Building on that idea, Dolev and Leshem (2016) discussed the
concept of EI, “the interdependence between cognition and emotions and the importance of
emotions and emotional processes to thinking and decision making” (p. 76), which operates
under the same premise as SEC. Therefore, Dolev and Lesham (2016) provided a foundation for
examining SEC-type practices and behaviors amongst teachers.
Importance of SEC
With the common theme for each research study focused on the non-academic and noncontent related skills, and either explicitly or implicitly naming SEC or SEL strategies, one can
see how Teacher SEC merits further exploration and study if not tied directly into student
outcomes. Each of the cited studies used demographics surveys, a quantitative measure usually
employing a Likert-type scale used in qualitative studies. Through these three sources of data,
each study provided key insights into the role SEC play in the success of teachers and their
students. Between the themes explored in previous research and the methodology used, there is
evidence to support the current study and its study design.
One of the key findings permeating the research was the importance placed on SEC or
SEL by the teacher directly translated into the employment of EI and SEC strategies in the
classroom (Zinsser et al., 2014). While this may appear to be an obvious conclusion, research
supported the idea that higher SEC or EI leads to increased positive student outcomes and those
outcomes are connected to the overall mental and emotional health of the teacher (Zinsser et al.,
2014). Thus, increasing teacher SEC has value in and of itself, even when not for the purpose of
increasing or improving student outcomes. Teachers can and should promote their own self-
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awareness, social awareness, relationship skills, responsible decision making, and selfmanagement, and not just as a device for addressing the needs of their students.
SEC Programming
A second equally important takeaway from the articles was the application or use of a
specific program or training designed to increase or promote EI or SEC. Zinsser et al. (2014)
conducted a study comprised of 32 preschool teachers and their attitudes towards SEL, the value
of SEL, and their role in supporting SEL in their students. The cross-sectional study conducted
by Zinsser et al. (2014) found that teacher attitudes, based on their own level of emotionally
supportive nature, differed on the following topics: “teachers’ beliefs about emotions and the
value of SEL; teachers’ socialization behaviors and SEL strategies; and teachers’ perceptions of
their roles as emotion socializers” (p. 471). Although Zinsser et al. (2014) attempted to tackle the
idea of teacher SEC independent of student learning or student achievement, meaning there was
a place for examining teacher SEC outside of the context of student achievement or outcomes,
they did not examine the development of teacher SEC as a stand-alone endeavor. Dolev and
Leshem (2016) and Gallardo et al. (2019) found the role explicit instruction plays in creating
strong beliefs and higher levels of adoption of SEC strategies for teachers. Dolev and Lesha
(2016) involved intervention or training associated with SEC, while Gallardo conducted a mixed
methods study focusing on first- and fourth-year teachers’ understanding EI. The implications of
these findings, coupled with the validation of the implementation of teacher specific SEC
promotion, provide an excellent starting point for teacher SEC research on a larger scale and in
broader contexts.
Impact of SEC
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Reduced teacher burnout, new teacher retention, increased job satisfaction, and a
reduction of teacher attrition are areas potentially impacted by higher levels of teacher SEC.
Camacho et al. (2018) addressed these outcomes in their study, and more specifically the
stressors of being a teacher, including but not limited to: inability to resolve situation, problemsolving, factors beyond the classroom, needing a break, and personal locus of control. The study
found that teachers can be supported through professional development and social-emotional
support focused on managing stressors in the workplace (Camacho et al., 2018). The value of
this research cannot be understated. Teaching is much more than academics and content in
today’s current social and political climate (Mahoney et al., 2018). Teachers are tasked with
more than instructing students on how to read, write, and do math. Furthermore, those additional
demands require skills, abilities, and competencies that fall in the realm of the social and
emotional (Rieger et al., 2017). Therefore, as educators and researchers it is imperative to do
what is possible to give teachers the tools, strategies, and opportunities to be successful as
professionals within the educational space.
Another study conducted by Collie and Perry (2016) sought to cultivate teacher thriving
through SEC and its development. See Figure 1.
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Figure 1 Teacher Thriving Framework

Note. Adapted from Collie, R. J., & Perry, N. E. (2019). Cultivating teacher thriving through
social-emotional competence and its development. Australian Educational Researcher, 46(4),
699-714.

This study highlighted a framework for operationalizing SEC through teachers’ basic
psychological need satisfaction (Collie & Perry, 2016). The key to their work focused on the
work environment and the impact being an increase in “thriving” or job satisfaction and
organizational commitment (Collie & Perry, 2016). Maior et al. (2020) built on this idea of job
satisfaction by looking at educator well-being and its connection to teacher burnout. Maior et al.
(2020) found that teachers who had higher SEC felt lower levels of emotional exhaustion or
burnout. Arghode (2013) took this one step further and looked at EI in relation to instruction,
positing the idea that instructor’s SEC contributes to effective instruction. Therefore, the
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combination of three studies paints a picture of teacher SEC impacting job satisfaction, reducing
emotional burnout, and instruction.
SEC and SEL in Teacher Education
There is a significant body of research related to teacher education, or how teachers
are prepared for the profession prior to becoming a teacher, or preservice training. The
important distinction comes from research related to SEL and SEC focused on student
outcomes, and SEL and SEC focused on teacher outcomes. The predominant frame or
context for educational research on this topic addresses student academic or behavioral
outcomes. The research on teacher outcomes is limited, although other fields such as health
care directly explore EI, a thematically similar concept, and how doctors can learn,
promote, or enhance their EI with positive outcomes for themselves and their patient
(Kasler et al., 2013). This highlights how other professions utilize teacher SEC-type
training to address outcomes with doctors being akin to educators and patients being like
students. Regarding teacher SEC, two studies stood out in the realm of SEL for teachers:
Waajid et al. (2013) and Dorman (2015) examined concepts related to teacher SEC.
Waajid et al. (2013) looked at infusing SEL into teacher education curriculum; they
believed that there was a strong desire on the part of the teacher for SEL training. They
focused on helping prospective teachers with the acquisition of specific awareness and
understanding of the impact of emotions on teaching and learning practices. Waajid et. al
(2013) cited previous research demonstrating the importance of infusing teacher education
curriculum and instruction with a larger focus on teacher-centered SEC and SEL. The key
to their study was identifying the need for teacher education to include SEC and SEL
components, specifically when dealing with peers and relationships. The goal was to move
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away from cognitive or academic centered processes and theories as the only driving force
for teacher education (Gomez et al., 2004). Ultimately Waajid et al. (2013) provided an
excellent starting point for understanding the importance of examining teacher SEC beyond
how it impacts student achievement and student outcomes.
Dorman (2015) sought to build teacher SEC through mindfulness. Dorman asserted
the notion that higher education systems focus on knowledge development without
providing context in terms of reflection, purpose, and meaning; these components factor
into SEC and SEL. Kasler et al. (2013) supported this idea of higher education institutions
making the choice to undervalue the need for training in SEC. One cannot remove the
academic from education. Dorman (2015) sought to broaden teacher education to be more
holistic in its approach. Rieger et al., (2017) stated that teaching is not one thing, as
teachers must not only prepare students with academic and content-specific skill
instruction; they must also address the social and emotional demands of learning (Kautz et
al., 2014). This interconnected nature of learning and education requires teachers to be
masters of their content, as well as their emotions and actions. Both Dorman (2015) and
Waajid et. al (2013) provided a solid foundation for situating SEC within teacher education
training or induction programs.
SEC and Relationships
Teacher education programs, and schools in general, engage in practices that explicitly
and implicitly impact teacher relationships. Those relationships can be created, fostered, and
promoted through structured interactions such as mentoring, peer collaboration, or required
group participation or professional learning communities. Although these areas have been the
centers of previous research, for the purposes and focus of this study searching for peer or
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interpersonal teacher relationships as discussed through the lens of self-initiated inclusion or
within informal settings yielded little to no results. Additionally, when using teacher SEL to
guide teacher relationships, germane data and information were difficult to find. Jennings and
Greenberg’s (2009) exploration of the prosocial classroom yielded the most relevant research
(see Figure 2).

Figure 2 The Prosocial Classroom

Note. Adapted from The prosocial classroom: Teacher social and emotional competence in
relation to student and classroom outcomes. Review of Educational Research, 79 (1), p. 494.
Copyright 2009 by the American Educational Research Association.

As with most research, the challenge with this model is the focus on student and
classroom outcomes, but at least there is the beginning of an exploration of teacher SEC and
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well-being. The goal would be to build on this research and look at teacher SEC and peer
relationships instead of teacher student relationships.
Teacher Relationships
The majority of SEL-studies have focused on competencies of children, not teachers
(Nielsen et al., 2019). That said, two primary studies provided the most valuable content for this
topic. Brackett et al. (2006) examined relating emotional abilities to social functioning and
Fiorelli et al. (2017) explored teacher emotional competence and social support through the lens
of teacher burnout. As with much of the research conducted, this researcher discovered that
finding sources that dealt directly with the topic was challenging. Particularly in teacher
relationships, narrowing the focus and finding quality material on teacher-teacher relationships
was difficult, beyond topics such as mentoring and professional learning communities or
focusing on teacher relationships besides student-teacher, parent-teacher, administrator-teacher,
and school-teacher.
Teaching work is entirely based on relationships, given that teachers engage in
continuous interaction with students, families, and colleagues (Fiorelli et al., 2017). Further
complicating the issue was finding articles and studies that addressed the role of teacher SEC in
the creation of personal and professional relationships that were not mandated or required by
their school, district, or administration. Brackett et al. (2006) provided the best starting point for
this area of research.
Relationships and Emotions
Brackett et al. (2006) sought to contextualize teacher relationships through the lens of
emotions. The idea that one’s emotions are central to how relationships are formed and
maintained “contains information about a person’s relationship with the environment and can be
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triggered when the person–environment relationship changes” (p. 780). Teachers’ circumstances
and job requirements vary from school to school, community to community, and district to
district. These variable environments provide a target when creating consistency and maintaining
positive relationships. Brackett et al. (2006) also used the term EI, “cognitive and emotional
mechanisms that process emotional information” (p. 780), which was considered synonymous
with SEC for this paper.
Schools are inherently unstable environments. “Awareness for teachers’ own SEC is also
growing” (Nielsen et al., 2019, p. 412). Classes change every year, students move in and out
throughout the year, administrators come and go, teacher attrition and mobility are always at
play, and curriculum or academic requirements are modified or changed. With an unremitting
state of flux, teachers must rely on their emotional capacity, or SEC. Specifically, teachers must
demonstrate self-management, self-awareness, and responsible decision-making skills. The
social component and interactions amongst teachers and within schools are ever present and
unrelenting. The school environment requires teachers to constantly be “on” (Fiorelli et al.,
2017), which directly relates to the social awareness and relationship skills components of SEC.
The call for a social support network affirms the contention that teacher-teacher
relationships are vital to teacher success. The research is clear that teachers need support,
internally and externally, and intrinsically and extrinsically. The question becomes how schools,
teacher education programs, and professional development are fostering, promoting, and
actualizing that support (Brackett et al. 2012). The research is clear that teachers' SEC and
teacher-teacher relationships are short changed when it comes to taking action (Oberle &
Schonert-Reichl, 2017), and thus this research and subsequent study may be so valuable. In
exploring the factors that create and inform teacher SEC, and that are external from their student-
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teacher relationships, there may be an opportunity to enhance the quality of life for teachers,
improve job satisfaction, positively impact teacher mobility, and increase student outcomes
academically and behaviorally (Schonert-Reichl et al., 2016).
New Teachers and Racial Identity
Two specific demographic areas explored in the research are new teachers and
teachers’ racial identity. This literature was relevant to the findings of this study and thus
was explored within the context of the literature review. The research is not explicitly
linked in either category to teacher SEC or interpersonal relationships, however there are
challenges associated with both types of teachers.
Griffin et al. (2008) discussed how new teachers are faced with unique challenges
where they are discovering or surviving. Teachers who engage in discovery are
characterized as positive where surviving is characterized as negative. The surviving
teacher is challenged by the teaching environment, including feeling of exhaustion and
going through the process of coping (Griffin et al. 2008). SEC, specifically in the area of
interpersonal relationships, could be seen as a salve for this dilemma. However, it should
be noted that the focus of this research was on the outcomes in the classroom and building
relationships with students than with colleagues. Le Cornu (2013) reiterated the challenges
associated with new teachers in their first years of teaching.
Le Cornu’s (2013) qualitative study found that to address these challenges, new
teachers needed to have sustainable relationships to feel competent and confident in their
work. Positive peer relationships helped to foster a sense of belonging and social
connectedness (Le Cornu, 2013). Tying directly into Griffin (2008), new teachers with
positive peer relationships felt most confident and were able to cope better when they felt
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supported from other teachers within their school. The study showed that new teachers need
to build interpersonal relationships to handle to stresses and demands of the teaching
profession from day one.
Those stresses and demands extend to teachers of color or teachers who identify as
white or non-Hispanic. Boser (2011) attempted to capture the disconnect between the
student population and the teacher demographic make-up. This matters because teachers of
color represent a relatively low percentage of educators working in the profession (Boser,
2011). Furthermore, schools have become significantly more diverse and therefore there is
a growing need for teachers of color. They serve as role models for students and represent
not only diversity in the school setting, but in our society (Boser, 2011). Therefore,
exploring this population along with new teachers provides a unique lens into which
demographic populations are serving not only the students but making up the fabric of each
school.
Charter Schools
There is good news and bad news about charter schools. The good news is that there is a
definite gap in the research pertaining to the difference between how charter schools and public
schools address teacher SEC thus providing an opportunity to explore a topic yet to be
researched in depth; the bad news is that the gap is wide and devoid of viable resources. Teacher
SEC in the charter school setting is not addressed in the current research. Searching terms
including charter schools, teachers, SEC, relationships, peers yielded no relevant results on the
topic; searching “charter schools and teacher social emotional competence” yielded a similar
result. While there is cursory research in charter schools and public schools relative to how their
school environments differ, minimal resources were found. The first relevant article written by
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Torres and Weiner (2018) discussed the differences between public and charter schools.
As schools and teachers explore avenues of reform and adapt to this new
educational landscape, the supposition is that the status quo will no longer be sustainable.
The status quo, or traditional public schools, are no longer the only option when it comes to
K-12 education; private schools, charter schools, and online schools have become more
commonplace. These changes in the K-12 options provide another opportunity to explore
research topics previously uncharted, which were charter schools in the case of this study.
While charter schools are an area of current research, the focus has been limited to student
achievement, viability of charter schools as alternatives to public schools, accountability,
and other areas that were not the focus of this study (Finnigan, 2007; Malloy &Wohlstetter,
2003).
Charter Schools and Public Schools
The primary resource found related to charter schools was a study conducted by Torres
and Weiner (2018). Torres and Weiner highlighted two differences between public schools and
charter schools: the first was the difference in compensation between charter schools and public
schools and the second was the disparity related to accountability and behavior management.
Torres and Weiner (2018) stated that charter schools have lower paid teachers, with little to no
preservice training, and operate under different and often less-teacher friendly considerations
than public schools. Charter schools are not the illness, but rather a symptom of the overall
maladies afflicting education. Thus, the increase and proliferation of charter schools, as
alternatives to public and traditional private schools (Editorial, 2021), makes them a viable
setting for research.
While Torres and Weiner (2016, 2018) focused on the difference between public schools
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and charter schools and examined teacher identities in the charter school setting, additional
research was conducted by Roch and Sai (2017) exploring job satisfaction for charter school
teachers. Roch and Sai found that teachers were less satisfied than public school teachers. This
was a relevant finding in that the hypothesis for this study was that teacher SEC could have a
potential impact on job satisfaction; however, teacher SEC was not part of the Roch and Sai
(2017) study. Weiner and Torres’ (2016) exploration of teacher identities was similarly
informative. By looking at the development of an identity, or in this case where teachers viewed
themselves as valued and skilled practitioners, they felt a draw to the charter school environment
(Weiner & Torres, 2016). This is important because this study helped inform why teachers chose
the charter school environment, despite the findings from Roch and Sai (2017).
With Torres and Weiner (2018) providing the backdrop of differences between public
schools and charter schools, Weiner and Torres (2016) providing possible reasons for teachers
choosing to teach in the charter school setting, and Roch and Sai (2017) highlighting the lack of
job satisfaction for charter school teachers, the case can be made to examine teacher experiences
within the charter school setting, specifically those interpersonal relationships and their impact
on the development, promotion, and maintenance of teacher SEC.
In sum, the literature suggested that charter organizations use their autonomy from state
and district policies to create or reinforce highly contextualized or individualized modes of
teacher development, recruitment, and knowledge generation. The clear message was that charter
schools are different from public schools, yet they are much less examined and scrutinized when
it comes to teacher SEC. As researchers and teacher educators explore these alternative schools,
their practices, their programs, and their outcomes provide a deeper and broader understanding
of the evolving teacher profession.
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CHAPTER 3 METHODOLOGY
Research Design
The purpose of this study was to explore how peer relationships are impacted by
teacher social and emotional competence. Based on the timeline, previous research, and
available measures, a primarily quantitative approach was adopted, with qualitative analysis
used for the open-ended questions. Through a review of the research, the Social Emotional
Competence Teacher Rating Scale (SECTRS) was identified as a validated measure
examining teacher social and emotional competence, specifically in the area of
interpersonal relationships (Tom, 2012). Additionally, charter schools were identified as a
unique setting with limited barriers to entry, e.g., there were no additional requirements for
conducting research within the charter school environment versus conducting research
within the Clark County School District. Having identified the measure and the setting, the
next factor to be decided was the population. For the purposes of this study, licensed
teachers currently working in a charter school were identified as the target population.
Research Questions
Four research questions guided this research:
1) What is the overall Social and Emotional Competence of Teachers in the Charter School
setting, specifically in the areas of Interpersonal Relationships, Emotion Regulation, Social
Awareness, and Teacher-Student Relationships?
2) Is there a relationship between Teacher Social and Emotional Competence specifically
Emotion Regulation, Social Awareness, Teacher-Student Relationships and teacher perceptions
of their Interpersonal Relationships with faculty and staff?
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3) Are there differences in Teacher Social and Emotional Competence, specifically Interpersonal
Relationships, Emotion Regulation, Social Awareness, and Teacher-Student Relationships based
on certain demographic characteristics including grade level taught, teaching experience, subject
taught, gender, and ethnicity?
4) What role does the charter school environment play in the development of Teacher Social and
Emotional Competence?
A single instrument was designed to collect the data on all three questions. The first
part of the instrument gathered the demographic data, the second part collected data on
social and emotional competence, while the third part focused on the role of peer
relationships contextualized within the demographics and social and emotional competence
data. By collecting data in this fashion descriptive statistics were run on parts one and two,
while part three, the open-ended questions, was analyzed using content analysis by looking
for thematic patterns within the data based on the specific variables from parts one and two.
By using the demographic information, along with SECTRS and the open-ended
questions, the proposed research study aligned with a cross-sectional survey design
(Creswell, 2008). The goal was to find the role of peer relationships in developing,
promoting, and maintaining teacher social and emotional competence in the charter school
setting. The survey was administered at a single moment in time and was used to identify
self-reported measurement of social and emotional competence in the four areas of
interpersonal relationships, emotion regulation, social awareness, and teacher-student
relationships as explored by the SECTRS assessment.
Participants and the Context of the Study
The study took place at five charter schools within Clark County. The student
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population of the first school was just under 1000 and it served grades 8 through 12 with 40
licensed teachers. The second school’s student population was just over 1000 students and
it served grades K-12 with 65 licensed teachers. School three had a student population just
under 1000 students, served grades K-8, and had 48 licensed teachers. School four had a
student population just over 1800 students and served grades K-12 with 86 licensed
teachers. The fifth and final school had a student population just under 500 and served
grades K-4 with 20 licensed teachers. Demographic for the participants can be found Table
1 below.
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Table 1
Demographic Characteristics of the Sample
Demographic
Number
Percent
Grades Taught
K-5
17
19.1
6-8
14
15.7
9-12
7
7.9
Multiple Grades
50
56.2
Total
88
Years Taught
1
13
14.6
2-5
24
27.0
6-10
21
23.6
10-19
18
20.2
20+
6
6.7
Decline to Answer
7
7.9
Total
89
Subject Taught
Math
15
16.9
Science
11
12.4
Social Studies
9
10.1
English
15
16.9
Other/Special
13
14.6
Multiple Subjects
25
28.1
Total
88
Gender
Male
30
33.7
Female
57
64.0
Transgender
2
2.2
Total
89
Race
African American/Black
14
15.7
Asian/Asian American/Pacific
6
6.7
Islander
Caucasian/White/European
56
62.9
American
Hispanic/ Latinx
5
5.6
Others
4
4.5
Decline to Answer
4
4.5
Total
89
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Among the five schools there was the potential for approximately 100 participants.
Teachers from all five schools participated and met the requirement of being a licensed
teacher in the state of Nevada, the sole criterion, which promoted the highest level of
participation within the study. This particular selection criterion was deliberate and
thoughtful for three reasons. The first reason was that charter schools are a unique and
growing population within the public-school landscape. The second reason was that
teachers choose or are recruited to work at charter schools; the teacher population is
different from that of public schools and therefore their inclusion in the study was
warranted (Torres & Weiner, 2018). The third and final reason was the criterion of being
licensed only in the state of Nevada. While being licensed was a barrier to entry, it allowed
for a commonality amongst the participants. By selecting licensed charter school teachers,
the study identified a subset of teachers that had not been researched and examined about
how their social and emotional competence in their peer relationships was addressed. It can
be concluded that the charter school environment is one with which educational researchers
can and should engage more thoroughly and in more depth.
The purpose of this study was to identify how Teacher Social and Emotional Competence
and the specific factors of Emotion Regulation, Social Awareness and Teacher-Student
Relationships of teachers impacted the Interpersonal Relationships that existed with and amongst
their peers. The Social-Emotional Competence Teacher Rating Scale (SECTRS) developed by
Tom (2012) was used in conjunction with open-ended questions designed to expand or clarify
the questions from the scale.
Instrument and Data Sources
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A single instrument with three distinct components aligned to each research question was
used, see Table 2 below.

Table 2
Data Sources and Research Questions
Demographic

SECTRS

Open-Ended

Research Questions
Data
RQ #1: What is the overall Social and
Emotional Competence of Teachers in the
Charter School setting, specifically in the areas
of Interpersonal Relationships, Emotion
Regulation, Social Awareness, and TeacherStudent Relationships?
RQ #2: Is there a relationship between Teacher
Social specifically Emotion Regulation, Social
Awareness, Teacher-Student Relationships and
teacher perceptions of their Interpersonal
Relationships with faculty and staff?
RQ #3: Are there differences in Teacher Social
and Emotional Competence, specifically
Interpersonal Relationships, Emotion
Regulation, Social Awareness, and TeacherStudent Relationships based on certain
demographic characteristics (grade level taught,
teaching experience, subject taught, gender, and
ethnicity)?
RQ #4: What role does the charter school
environment play in the development of
Teacher Social and Emotional Competence?

X

X

Questions
X

X

X

X

X

X

The first part of the instrument included the demographic characteristics of grade taught, subject
taught, years teaching, gender, and racial identity. The second part of the instrument was the
SECTRS survey comprised of a 25-question survey divided into four sections. Within each of
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the sections was the third part of the instrument, which was open-ended questions. The questions
were designed to look for “convergence, divergence, contradictions or relationships” (Creswell
& Creswell, 2018, p. 73) between the two types of data.
Each part of the questionnaire was designed to answer the research questions. The first
research question used descriptive statistics to determine the overall teacher SEC. The second
research question identified whether there was a relationship between Teacher Social and
Emotional Competence, specifically Emotion Regulation, Social Awareness, Teacher-Student
Relationships and teacher perceptions of their Interpersonal Relationships with faculty and staff.
In the third question, the first part of the questionnaire gathered the demographic characteristics
to determine if there was a connection or relationship between TSEC and those characteristics.
Finally, the fourth question addressed the role of charter school environment in developing
TSEC. The questionnaire and its three unique parts created a holistic view of any given teacher
in the charter school environment and how their social and emotional competence impacted the
promotion, development, and maintenance of their peer relationships.
The primary instrument used in this study was the Social-Emotional Competence Teacher
Ratings Scale (SECTRS) developed by Tom (2012). In her dissertation, Tom developed this
scale using an expert panel and sample of 302 teachers. The factor analysis yielded a four-factor
solution that explained 37.93% of the variance, including teacher-student relationships, emotion
regulation, social awareness, and interpersonal relationships (Tom, 2012). Internal consistency
reliability estimates ranged from .69 to .88 with overall results, suggesting that SECTRS
achieved adequate psychometric properties and could serve as an initial version of a scale in
which teacher SEC can be measured (Tom, 2012). Tom (2012) addressed the internal
consistency reliability of the SECTRS measure, specifically “Using Cronbach’s alpha, what is
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the internal consistency reliability of the SECTRS on a large sample of teacher self-report
ratings?” (p. 66). “Cronbach’s alpha coefficients were as follows: Factor 1 (Teacher-Student
Relationships, 7 items) = .81; Factor 2 (Emotion Regulation, 6 items) = .80; Factor 3 (Social
Awareness, 6 items) = .71; Factor 4 (Interpersonal Relationships, 6 items) = .69; total score (25
items) = .88” (Tom, 2012, p. 66). The scale was from 1 to 6:1 is strongly disagree, 2 is disagree,
3 is somewhat disagree, 4 is somewhat agree, 5 is agree, and 6 is strongly agree. At Tom’s
request the following limitation was included in which the results from the factor analysis were
far from conclusive, and there was a need for additional research to refine SECTRS and validate
it as a tool. The current study assisted with that need for additional research using the measure.
For the current research study, the participants were any licensed teacher working in a
public charter school. Charter schools in Nevada are unique in that even though there is a
Nevada Charter Authority that oversees charter schools within the state, they do not deal with
research at the school or site level. Therefore, any charter school was able to be contacted, per
the charter authority, for participation in the study. Furthermore, because of the unknown number
of schools willing to participate, and the compilation of the teacher population at a given charter
school, keeping the inclusion criteria broad was advantageous and essential.
Upon acceptance and inclusion in the proposed study, teachers completed a single
instrument comprised of three types of questions of demographic information, a quantitative
questionnaire (SECTRS), and a unique set of open-ended questions. As stated, answers from the
quantitative questionnaire were not used as selection criteria for completing the open-ended
questions or qualitative portion of the instrument; participation in both was voluntary. As
outlined by Creswell & Creswell (2018) the quantitative portion of the study exhibited
characteristics of a factorial design experiment. In this case the variables were the demographic
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characteristics and the self-evaluation of social emotional competencies on teacher practices and
attitudes as measured by SECTRS. The goal was a “multidimensional view” of teachers as
developing, promoting, and maintaining peer relationships, and the role Teacher Social and
Emotional Competence plays within the charter school setting.
The open-ended questions were designed to increase the depth and understanding of the
SECTRS questions; they built on the questions included in the questionnaire, specifically those
of social and emotional competence, potential SEC training, and relationships. For the purposes
of this study only one open-ended question was examined. That open-ended question directly
correlated to the fourth research question that addressed the role of the charter school
environment in the development of teacher social and emotional competence. The open-ended
questions were reviewed and coded for recurring themes.
Data Collection
Subjects were recruited in the summer of 2021. Select charter schools within Clark
County, Nevada, were offered the opportunity to participate in the study, and to identify teachers
who were willing to complete the questionnaire. Administrator emails were obtained from the
Charter School Authority database and administrators were emailed to request participation.
Additionally, previous relationships between the researcher and charter school administrators
served as a means of recruitment for participation.
Upon acceptance by administration, the survey was delivered either in person or virtually,
depending on which mode was preferred by the school where the survey was being conducted.
Four of the five schools conducted the survey via paper pencil while one school conducted the
survey electronically. The researcher obtained email addresses for administrators from the
Nevada Department of Education Charter School Directory. The researcher sent emails to all
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identified charter schools, requesting permission to contact and recruit teachers for the study. For
schools that chose to participate, electronic correspondence was sent, including the informed
consent document and a copy of the questionnaire. If requested, an informational meeting was
held where the researcher introduced the purpose and procedure of the study to the participants.
The informed consent form was available at the conclusion of the meeting, or, if no meeting was
held, the form was available prior to the administration of the questionnaire. By signing the
consent, subjects indicated their consent to voluntarily participate in the study.
Each set of data answered a specific research question. The SECTRS questions, coupled
with the demographic data, identified whether there was a relationship between emotion
regulation, social awareness, and teacher-student relationships and perceptions of their
interpersonal relationships. The demographic data, in conjunction with the SECTRS data,
provided the information related to whether there are any differences in teacher social and
emotional competence based on grade level taught, teaching experience, subject taught, gender,
or ethnicity. Finally, the open-ended question asked in the final section of the survey directly
focused on the role of the charter school environment in the development of teacher social and
emotional competence.
In accordance with research guidelines, participation was voluntary, data was protected,
and responses were kept confidential. See the Table 3 for the data collection timeline. Surveys
collected electronically were transferred to a master electronic spreadsheet for transferability to
SPSS. SPSS version 28 was used to run the statistical analysis. Surveys collected in person, or on
paper, were added to the master electronic spreadsheet. This process was completed for the
demographic data and the SECTRS survey. The open-ended questions were not transferred. The
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data collected and coded was reviewed and prepared for quantitative and qualitative analysis. A
copy of the IRB approval can be found in Appendix B.

Table 3
Data Collection Timetable
PHASE
Phase 1: IRB

PREREQUISITE
IRB Approval

TIME
July 2020

IRB Approval

October - December

Application
Phase 2: Questionnaire

2021

Data Analysis
All sets of data were analyzed using the appropriate methodologies in accordance with
quantitative and qualitative data analysis. Since the questionnaire relied on scale measures,
descriptive statistical analysis was conducted. The questionnaire provided a “quantitative or
numeric description of trends, attitudes, or opinions of a population by studying a sample of that
population. It included cross-sectional and using questionnaires…for data collection—with the
intent of generalizing from a sample to a population” (Creswell & Creswell, 2018, pp. 19-20).
The general and broad questionnaire served as the quantitative data source, providing the
necessary background and situational factors that were in place. The open-ended questions,
which expanded on the broad questionnaire, provided deeper insight and clarification related to
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specific factors and circumstances affecting the teacher experience, as well as direct answers to
the second research question pertaining to the charter school environment.
Quantitative data analysis was used on the first three research questions, specifically
descriptive statistics for question 1, correlation relationship examination for question 2, and
analysis of variance, ANOVA, for question 3. SPSS was used to run the statistical analysis for
the first three research questions. Question 2, 3, and 4 had open-ended questions that required
qualitative analysis, as the information came from the open-ended questions. Creswell (2008)
discussed content analysis in terms of developing a general abstraction of interactions and
actions amongst a group of people, something he refers to as a macropicture. Responses were
coded based on emerging themes as categorized based on the question and responses. Each
response was coded for themes and from those themes key words were extrapolated from the
data contributing to the creation of the macropicture. The goal of the open-ended questions was
to develop that macropicture in terms of the specific aspects of teacher social emotional
competence within the charter school environment. The data analysis moved from the general to
the categorical to the specific in terms of themes identified.
Research Question 1: What is the overall Social and Emotional Competence of Teachers in the
Charter School setting, specifically in the areas of Interpersonal Relationships, Emotion
Regulation, Social Awareness, and Teacher-Student Relationships?
To answer this research question, descriptive statistics results were used. This
quantitative analysis focused on the mean score for each factor: interpersonal relationships,
emotion regulation, social awareness, and teacher student relationships. The descriptive statistics
were be reported through means and standard deviation.
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Research Question 2: Is there a relationship between Teacher Social specifically Emotion
Regulation, Social Awareness, Teacher-Student Relationships and teacher perceptions of their
Interpersonal Relationships with faculty and staff?
To answer this research question correlation relationship examination was used. This
second quantitative analysis focused on the overall responses from each category of the SECTRS
instrument: interpersonal relationships, emotion regulation, social awareness, and teacher student
relationships. The descriptive statistics were reported through means and standard deviation. The
second qualitative analysis reviewed the open-ended question accompanying this portion of the
survey that sought to expand on the impact of interpersonal relationships on collaboration and
planning within the charter school setting.
Research Question 3: Are there differences in Teacher Social and Emotional Competence,
specifically Interpersonal Relationships, Emotion Regulation, Social Awareness, and TeacherStudent Relationships based on certain demographic characteristics (grade level taught,
teaching experience, subject taught, gender, and ethnicity)?
Answering the third research question required running a series of ANOVAs. The
ANONA results were reported through degrees of freedom (between groups) F value, P values,
where significance was <.05, and η2. For the ANOVA, the independent variables were years
taught, racial identity, grade taught, subject taught, and gender. The dependent variables were the
factors of social and emotional competence from the SECTRS instrument: interpersonal
relationships, emotion regulation, social awareness, and teacher student relationships. The
second qualitative analysis of the question came from the open-ended question in this section
that asked about previous experience with social and emotional competence training or
programs.
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Research Question 4: What role does the charter school environment play in the development of
Teacher Social and Emotional Competence?
The fourth research question was answered using qualitative analysis of the question
pertaining to the role of the charter school in the development and promotion of teacher social
and emotional competence. Responses were reviewed for key terms and those key terms were
grouped by theme. The sequence moved from general to specific with content analysis serving as
the guiding principle for generating the themes and organizing the data.
Validity and Reliability
Potential threats to validity and reliability included but were limited to unequal sample
size from each school. Creswell & Creswell (2018) added “the use of different concepts or
variables on both sides, quantitative and qualitative, may yield incomparable and difficult-tomerge findings” (p. 227). Finally, “a lack of follow-up on conclusions when the scores and
themes diverge also represents an invalid strategy of inquiry” (p. 228), creating an additional
threat to validity.
Teacher social and emotional competence creates an additional potential threat to
reliability, relative to self-reporting (Jennings et al., 2017). The question of internal reliability
associated with the scale used may be called into question. Thus, the items used for the
questionnaire utilized previous items from document sources wherever possible and resorted to
uniquely new items only as a last resort. Additionally, the quantitative analysis was conducted in
conjunction with a researcher with experience and expertise in the field to reduce threats to
validity and reliability.
In terms of the qualitative analysis for the open-ended questions, identifying bias and
using more than one individual for coding purposes alleviated threats to reliability. Creswell and
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Creswell (2018) enumerated various means of reducing threats to validity and reliability,
including but not limited to: triangulation, member checking, and use of rich and thick
descriptions. This list is not exhaustive, but it provided a solid foundation on which to build valid
and reliable research.
Limitations
There were inherent limitations to this study that must be addressed. The first was the
selection of charter schools as the setting for the study. This unique environment has yet to be
thoroughly examined in previous research and therefore there was not significant data with
which to compare the results from this study. This not only speaks to the specific setting or
environment, but also brings up the limitation of generalizability. Charter schools within Clark
County are specific and distinct context should be understood as a potential limitation.
The second limitation was the sampling. Since participants opted into survey and the
open-ended questions, there could have been a threat to objectivity. Additionally, since the only
criteria used related to licensure, the variety and spectrum of teachers could have threatened
generalizability.
The third threat was the timeframe in which the study was conducted. The goal was to
administer the questionnaire within the first semester of school. This compressed timeline could
be seen as a limitation. The final limitation was the variability between schools. Since five
schools were a part of the study each school had its own culture and that culture may have biased
some of the results, especially when regarding the open-ended questions.
Conclusion
Research on the role of peer relationships in the development, promotion, and
maintenance of teacher social and emotional competence in the charter school setting is limited.
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There is a history, however, of using qualitative, quantitative, and mixed methods research for
this topic. Each methodology has inherent strengths and weaknesses, therefore my study used
primarily quantitative methods, the demographic data and SECTRS survey, supplemented by
qualitative methods, the open-ended questions. The goal was to rely on the statistical analyses to
help better understand the role of peer relationships in the larger context of teacher social and
emotional competence and the impact of the charter school environment on overall social and
emotional competence of teachers. The contribution to previous research is such that the topics
of peer relationships as seen as part of teacher social and emotional competence as well as social
and emotional competence development or promotion within the charter school setting have not
been deeply explored at this time.
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CHAPTER 4 RESULTS
The purpose of this study was to begin the process of understanding the role of peer
relationships in developing, promoting, and maintaining teachers’ social and emotional
competence in the charter school setting. This chapter explains the results of exploring this topic
through the use of the SECTRS instrument along with demographic data and open-ended
questions. This chapter explains the results of the survey conducted aligned to each of the
following research questions:
1) What is the overall Social and Emotional Competence of Teachers in the Charter School
setting, specifically in the areas of Interpersonal Relationships, Emotion Regulation, Social
Awareness, and Teacher-Student Relationships?
2) Is there a relationship between Emotion Regulation, Social Awareness, Teacher Student
Relationships and teacher perceptions of their Interpersonal Relationships with faculty and staff?
3) Are there differences in Teacher Social and Emotional Competence, specifically interpersonal
relationships, based on certain demographic characteristics including grade level taught, teaching
experience, subject taught, gender, and ethnicity?
4) What role does the charter school environment play in the development of Teacher Social and
Emotional Competence?
The research study collected and analyzed demographic data, the SECTRS
instrument, and open-ended questions. The participants were licensed teachers working in a
charter school within Clark County, Nevada. Analysis was conducted using descriptive
statistical analysis, correlation analysis, and ANOVA analysis for the first three research
questions, supplemented by qualitative analysis of the responses to the open-ended
questions. Additionally, for the fourth research question qualitative analysis was conducted
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and data were reviewed for general themes, subsequent categories, and specific details
aligned to demographic data.
Question 1 Descriptive Analysis Results
Answering the first research question, the overall responses, and each individual
responses from the SECTRS from the Tom (2012) instrument were examined using descriptive
statistics for each of the categories: Interpersonal Relationships, Emotion Regulation, Social
Awareness, and Teacher Student Relationships. Scores ranged from 1 to 6, with 1 being strongly
disagree and 6 being strongly agree. The mean score was calculated with the highest mean, 5.46,
associated with Social Awareness and the lowest mean, 3.93, being associated with Emotion
Regulation. In addition, Interpersonal Relationships had a mean of 4.67 and Teacher Student
Relationships had a mean of 4.46. The Likert scale ranged from 3 equals somewhat disagree, 4
equals somewhat agree, 5 equals agree, and 6 equals strongly agree. Based on the results the
means range from somewhat agree, with 3.93 for Emotion Regulation being close to somewhat
agree, and the other 4 over 5, or agree respectively; all responses demonstrated a level of social
and emotional competence based on the SECTRS survey data received. See Table 4 below for
the means of all 4 categories and each individual question. See Appendix A for each individual
question for each sub-category.
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Table 4
Descriptive Statistics: Overall Teacher Social Emotional Competence Averages

Interpersonal Relationships
Staff members seek my advice when resolving a problem.
It is easy for me to tell people how I feel.
In conflict situations with staff members, I can effectively
negotiate solutions.
Staff members at my school respect me.
I pay attention to the emotions of staff members at my school.
I feel comfortable talking to parents.

N
89
89
89
89

Mean
4.67
4.31
4.43
4.60

4.43 1.23
4.93 1.13
4.94 1.17

2.67
2
3
1.0
3.0
1

5.4
6
6
5.0
6.0
6

3.93
4.87
4.99
2.15
5.20
1.53

.45
.97
.85
.94
.78
.84

1

6

4.88 1.11

89 1.00 6.00 5.46 .71
89 1
6
5.54 .88
89 1

6

5.75 .70

89 1

6

5.25 .86

89 1

6

5.40 .90

89 1

6

5.20 .99

89 1

6

5.64 .74

5.29
6
6
6
6
4
6.0
6.0

4.46
5.06
4.66
4.91
5.15
1.70
4.92
4.81

Teacher Student Relationships
89
I have a close relationship with my students.
89
I am aware of how all of my students are feeling.
89
I am good at understanding how my students’ feel.
89
Students come to me with problems.
89
It is very difficult to for me to build relationships with students. 89
I create a sense of community in my classroom.
89
I build positive relationships with my students' families.
89
Valid N
89
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Max
6.00
6
6.0
6

89 1.0 6.0
89 1
6
89 1
6

Emotion Regulation
89
I nearly always stay calm when a student upsets me.
89
I remain calm when addressing student misbehavior.
89
I frequently get upset when students provoke me.
89
I think before I act.
89
I frequently get upset in the classroom and do not understand 89
why.
I am able to manage my emotions and feelings in healthy ways. 89
Social Awareness
I appreciate individual and group differences (e.g., cultural,
linguistic, socio- economic, etc.).
My students' safety is an important factor in the decisions I
make.
I problem-solve with students when there is a problem or
argument.
I make an effort to ensure that my instruction is culturally
sensitive.
I know how my emotional expressions affect my interactions
with students.
I consider my students' well-being when making decisions.

Min
2.50
1
1.0
1

Std.
Deviation
.77
1.31
1.23
.96

2.00
1
2
2
1
1
1.0
1.0

.62
1.03
.98
1.03
.91
.93
1.04
.98

Question 2 Quantitative Results
To answer the first research question, Tom’s (2012) SECTRS categories of questions
focusing on Interpersonal Relationships, Emotion Regulation, Social Awareness, and TeacherStudent Relationships were used. This research question sought to examine the correlation
between Interpersonal Relationships and the other categories of Emotion Regulation, Social
Awareness, and Teacher Student Relationships from the SECTRS survey. First missing values
were minimal but the missing values were addressed using the median of nearby points. Previous
answers were in close proximity to the median and only one answer was missing, therefore
median of nearby points was a viable option for the missing values. Correlation relationship
examination was used to determine if there was a correlation between any of the factors and
Interpersonal Relationships. Based on the analysis run using SPSS, correlation was positive for
all three factors although that is moderate, specifically ER (Emotion Regulation) at .260, SA
(Social Awareness) at .349, and TSR (Teacher Student Relationships) at .539. See Table 5
below.
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Table 5
Correlation Results of Interpersonal Relationships, Emotion Regulation, Social
Awareness, and Teacher-Student Relationships
IR
ER
SA
TSR
Interpersonal
.260*
.349**
.539**
Relationships
Emotion
.260*
.330**
.105
Regulation
Social
.349**
.330**
.326**
Awareness
Teacher
.539**
.105
.326**
Student
Relationships
*. Correlation is significant at the 0.05 level (2-tailed).
**. Correlation is significant at the 0.01 level (2-tailed).

Question 2 Qualitative Results
Building on the second research question and survey questions around Interpersonal
Relationships, the following open-ended question was asked: “How do your interpersonal
relationships influence your collaboration and planning?” Responses were coded based on
emerging themes as categorized in the table above. Each response was coded for themes
and from those themes key words were extrapolated from the data contributing to the
creation of the macropicture discussed in the methodology. Specifically, 16 participants
out of 89 participants chose to not answer the open-ended questions. Starting with the most
general, the themes were grouped into two categories by which they were identified as
having either having a positive influence or negative/neutral influence. Within the general
categories of positive influence, more specific topics were uncovered. In the table below,
Table 6, direct quotes from answers to the open-ended question related to this research
question can be found. For a theme to be considered within the sub-category, there needed
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to be at least two responses that could be coded within a similar theme. The themes
identified as the having a positive influence included the following: better/positive
relationships improve collaboration/planning, communication, problem solving/resolutions,
respect, feelings, emotions, and community/support.

Table 6
Interpersonal Relationship influence on collaboration and planning
Type of Influence
Positive
Better/Positive Relationship improves
collaboration/planning:
“helps maintain positive and professional
environment”
“a positive relationship with my coworkers makes it
easier”
“The better my relationship the more effectively I am
able to plan”
“a great relationship with my counterparts leads to a
lot of collaboration”
“I have great relationships with a couple of my
colleagues”
“we work well together”
“able to work mutually”
“Everyone helps each other and works well together”
“cultivating a positive outlook”
“makes my work easier and more productive”
“a positive relationship with my peers”
Communication:
“it is easier to speak with my colleagues”
“communication is vital”
“help bridge communication”
“navigate through the conversations”
“able to have open and clear discussion with peers”
“we talk about it”
“good communication with each other and admin”
“able to communicate”
“work well and communicate with my colleagues”
“encouraging them to speak up”
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Negative/Neutral
“when it is not ideal, I am much less willing”
“avoid planning/collaboration with anyone
I’ve had conflict with”
“doing cross-curricular work can be
difficult”
“some teachers can be rather difficult to
collaborate with”
“too tired and social drained from teaching”
“I just plan on my own”
“collaboration is somewhat low”
“relationships with other teachers are not
deep”
“seem to operate solo”
“it doesn’t effect me”
“do not allow interpersonal relationships to
influence”
“lack of communication/poor
communication”

Problem Solving/Resolutions:
“brainstorm to help others and find solutions”
“involved in a solution”
“feel comfortable voicing concerns”
“asking others for advice”
“solving problems as a team”
“create solutions internally and externally”
Respect:
“being respectful of everyone’s opinions and ideas”
“have respect to one another”
“respect for what our teachers do”
“feel more comfortable and respected”
“respecting humans common ground”
Feelings/Emotions:
“think about what the other person might feel”
“control my emotions”
“feel secure, happy in the school”
“help me understand emotions”
“based on how my peers are feeling”
“pay attention to body language and emotions”
Community/Support:
“make myself available”
“help anyone that asks, always available”
“work with anyone”
“help and support teachers”
“key to an effective community”
“willing to accomplish the same task with the same
outcome”
“build a rapport with everyone”
“very helpful and welcoming”
“good rapport amongst colleagues”

Question 3 Quantitative Results
For question 3, of the five demographic variables explored of grades taught, subject
taught, years taught, gender identity, and racial identify, only two variables indicated statistical
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significance– years taught and racial identity. The original ANOVA showed group differences
with IR (Interpersonal Relationships) for years taught F (5, 88) = 3.437, p = .007, η2 = .172, and
racial identity F (5, 89) = 2.671, p = .027, η2 = .139, which can be seen in Tables 7 and Table 9.
Tables 8 and 10 show multiple comparison results with statistical significance for new teachers
or 1 year of teaching in Table 8, and Hispanic teachers in Table 10. As shown in Table 8,
multiple comparisons analyses indicated that the mean for teachers of 1 year of teaching was
3.936, significantly lower all the other groups: 2-5 years, M=4.753; 6-10 years, M=4.921; 10+
years, M=4.750; and 20 years+, M=4.667. The multiple comparisons analyses for racial identity
groups were shown in Table 10; the mean score for Hispanic/Latino was 3.800, significantly
lower than the other racial groups: Black/African American, M=4.798; Asian Pacific Islander,
M=5.278; and White/Caucasian, M=4.698.
The results in tables 11, 13, and 14, did not demonstrate any statistical significance for
interpersonal relationships based on grades taught, subject taught, and gender. There was,
however, a statistical significance for TSR (Teacher Student Relationships) in the demographic
area of grades taught. As shown in Table 12, the mean score for K-5 was 4.899, significantly
higher than the other compared groups: 6-8, M= 4.418; 9-12, M= 4.367; and Multiple
grades, M= 4.337.
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Table 7
ANOVA Results: Differences of all 4 Teacher Social Emotional Competencies based on Years
Taught
Interpersonal
Relationships
Emotion
Regulation
Social
Awareness
Teacher Student
Relationships

Between
Groups
Between
Groups
Between
Groups
Between
Groups

F

Sig.

η2

5

Mean
Square
1.770

3.437

.007

.172

.96

5

.193

.958

.448

.055

1.53

5

.306

.589

.709

.034

1.80

5

.361

.947

.455

.054

Sum of
Squares
8.85

df

*. p.<.05
**. p.<.01
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Table 8
Multiple Comparisons between years taught and Interpersonal Relationships

Mean
Dependent
(I) years
(J) years
Difference Std.
Mean
Variable
taught
taught
(I-J)
Error
Sig.
*
Interpersonal 1 year
2-5 years
4.753
-.817
.247 .001
*
Relationships
6-10 years 4.921
-.985
.253 <.001
*
10+ years
4.750
-.814
.261 .003
*
20+ years
4.637
-.726
.354 .044
*
No Answer 4.857
-.921
.336 .008
*
2-5 years
1 year
3.936
.817
.247 .001
6-10 years
-.168
.214 .437
10+ years
.003
.224 .989
20+ years
.091
.328 .782
No Answer
-.104
.308 .736
*
6-10 years 1 year
.985
.253 <.001
2-5 years
.168
.214 .437
10+ years
.170
.230 .461
20+ years
.259
.332 .438
No Answer
.063
.313 .840
*
10+ years 1 year
.814
.261 .003
2-5 years
-.003
.224 .989
6-10 years
-.170
.230 .461
20+ years
.088
.338 .795
No Answer
-.107
.320 .738
*
20+ years 1 year
.726
.354 .044
2-5 years
-.091
.328 .782
6-10 years
-.259
.332 .438
10+ years
-.088
.338 .795
No Answer
-.195
.399 .626
*
No Answer 1 year
.921
.336 .008
2-5 years
.104
.308 .736
6-10 years
-.063
.313 .840
10+ years
.107
.320 .738
20+ years
.195
.399 .626
*. The mean difference is significant at the 0.05 level.
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95%
Confidence
Interval
Lower Upper
Bound Bound
-1.309
-.326
-1.488
-.481
-1.334
-.295
-1.430
-.022
-1.590
-.252
.326
1.309
-.594
.259
-.442
.448
-.560
.743
-.717
.509
.481
1.488
-.259
.594
-.288
.629
-.402
.919
-.559
.686
.295
1.334
-.448
.442
-.629
.288
-.585
.761
-.743
.529
.022
1.430
-.743
.560
-.919
.402
-.761
.585
-.989
.599
.252
1.590
-.509
.717
-.686
.559
-.529
.743
-.599
.989

Table 9
ANOVA Results: Differences of all 4 Teacher Social Emotional Competencies based on Racial
Identity
Interpersonal
Relationships
Emotion
Regulation
Social
Awareness
Teacher Student
Relationships

Between
Groups
Between
Groups
Between
Groups
Between
Groups

Sum of
Squares
7.15

df

η2

F

Sig.

5

Mean
Square
1.430

2.671

.027

.139

1.62

5

.324

1.680

.148

.092

1.35

5

.269

.516

.764

.030

2.21

5

.441

1.172

.330

.066

*. p.<.05
**. p.<.01

Table 10
Multiple Comparisons between Racial Identity and Interpersonal Relationships
95%
Confidence
Interval
Mean
Dependent
(I) racial
(J) racial
Difference Std.
Lower Upper
Mean
Variable
identity
identity
(I-J)
Error Sig. Bound Bound
Interpersonal White/
Black/African 4.967
-.100 .219 .647 -.535
.334
Relationships Caucasian
American
Hispanic/
3.800
.897* .342 .010
.218 1.577
Latino
Asian/Pacific 5.278
-.581 .314 .068 -1.206
.045
Islander
Other
4.583
.114 .379 .764 -.639
.867
No Answer
4.208
.489 .379 .200 -.264 1.242
Black/African White/
4.698
.100 .219 .647 -.334
.535
American
Caucasian
Hispanic/
.998* .381 .011
.239 1.756
Latino
Asian/Pacific
-.480 .357 .182 -1.190
.230
Islander
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Other
No Answer
Hispanic/
White/
Latino
Caucasian
Black/African
American
Asian/Pacific
Islander
Other
No Answer
Asian/Pacific White/
Islander
Caucasian
Black/African
American
Hispanic/
Latino
Other
No Answer
Other
White/
Caucasian
Black/African
American
Hispanic/
Latino
Asian/Pacific
Islander
No Answer
No Answer
White/
Caucasian
Black/African
American
Hispanic/
Latino
Asian/Pacific
Islander
Other

.214
.589
-.897*

.415 .607 -.611
.415 .159 -.236
.342 .010 -1.577

1.039
1.414
-.218

-.998*

.381 .011 -1.756

-.239

-1.478*

.443 .001 -2.359

-.597

-.783
-.408
.581

.491 .114 -1.760
.491 .408 -1.385
.314 .068 -.045

.193
.568
1.206

.480

.357 .182

-.230

1.190

1.478*

.443 .001

.597

2.359

.694
1.069*
-.114

.472 .145
.472 .026
.379 .764

-.245
.130
-.867

1.634
2.009
.639

.415 .607 -1.039

.611

-.214
.783

-.193

1.760

-.694

.472 .145 -1.634

.245

.375
-.489

.517 .471 -.654
.379 .200 -1.242

1.404
.264

-.589

.415 .159 -1.414

.236

.408
-1.069*
-.375
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.491 .114

.490 .408

-.568

1.386

.472 .026 -2.009

-.130

.517 .471 -1.404
.654
*. The mean
difference is
significant at
the 0.05
level.

Table 11
ANOVA Results: Differences of all 4 Teacher Social Emotional Competencies based on
Grades Taught
Interpersonal
Relationships
Emotion
Regulation
Social
Awareness
Teacher Student
Relationships

Between
Groups
Between
Groups
Between
Groups
Between
Groups

Sum of
Squares
.65

df

η2

F

Sig.

3

Mean
Square
.216

.358

.784

.013

.43

3

.143

.699

.555

.024

1.07

3

.356

.688

.562

.024

4.18

3

1.382

3.963

.011

.124

IR = Interpersonal Relationships, ER = Emotion Regulation, SA = Social Awareness,
TSR = Teacher-Student Relationships
*. p.<.05
**. p.<.01

Table 12
Multiple Comparisons between Grades Taught and Teacher- Student Relationships
95%
Confidence
Mean
Interval
Dependent (I) grades
(J) grades
Difference Std.
Lower Upper
Variable
taught
taught
Mean (I-J)
Error Sig. Bound Bound
Teacher
K-5
6-8
4.418 .480*
.213 .027 .056 .904
*
Student
9-12
4.367 .531
.265 .048 .004 1.059
Relationships
Multiple
4.337 .564*
.165 .001 .234 .894
Grades
6-8
K-5
4.899 -.480*
.213 .027 -.904 -.056
9-12
.051
.273 .852 -.492 .594
Multiple
.083
.178 .641 -.271 .438
Grades
9-12
K-5
-.531*
.265 .048 -1.059 -.004
6-8
-.051
.273 .852 -.594 .492
Multiple
.032
.238 .892 -.441 .506
Grades
Multiple
K-5
-.564*
.165 .001 -.894 -.234
Grades
6-8
-.083
.178 .641 -.438 .271
9-12
-.032
.238 .892 -.506 .441
*. The mean difference is significant at the 0.05 level.
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Table 13
ANOVA Results: Differences of all 4 Teacher Social Emotional Competencies based on
Subject Taught
Interpersonal
Relationships
Emotion
Regulation
Social
Awareness
Teacher
Student
Relationships

Between
Groups
Between
Groups
Between
Groups
Between
Groups

Sum of
Squares
5.21

df

η2

F

Sig.

5

Mean
Square
1.042

1.852

.112

.101

.30

5

.059

.281

.922

.017

1.88

5

.376

.722

.609

.042

2.40

5

.479

1.266

.287

.072

*. p.<.05
**. p.<.01

Table 14
ANOVA Results: Differences of all 4 Teacher Social Emotional Competencies based on
Gender
Interpersonal
Relationships
Emotion
Regulation
Social
Awareness
Teacher
Student
Relationships

Between
Groups
Between
Groups
Between
Groups
Between
Groups

Sum of
Squares
.93

df

η2

F

Sig.

2

Mean
Square
.467

.793

.456

.018

.70

2

.351

1.784

.174

.040

.09

2

.045

.087

.916

.002

.33

2

.166

.430

.652

.010

*. p.<.05
**. p.<.01

Question 3 Qualitative Results
As with research question 2, an open-ended question was asked that provides general
context for understanding research question 3. When looking at factors that impact teacher social
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and emotional competence, the following question was asked: “What is your previous experience
with Social and Emotional Competence (e.g., stress management, cultural competence, empathy,
etc.) training or programs?” Responses to this question were broken down into the following
categories: Little/None training, Some formal training, and Outside Experience. Twenty-three of
89 teachers answered this question. Additionally, 19 teachers thought that their life experience,
previous work experience, parenting, and marriage all impacted their social and emotional
competence. Twenty-seven teachers stated that they had little to no formal training, 20 teachers
stated that they had some training, and 19 teachers stated that they had other experiences that fell
under the umbrella of social and emotional competence training or programs; teachers who
stated this as part of their answer were grouped into the other experience category/theme.
Question 4 Qualitative Results
Through a review of the responses to the following question: “What role does the
Charter School environment play in the development or promotion of your overall Social
and Emotional Competence development, including but not limited to stress management,
emotional awareness, and relationships with coworkers?” Responses were coded based on
emerging themes as categorized in the table above. Each response was examined for key
words and those key words contributed to the creation of the macropicture discussed in the
methodology. A total of 27 participants answered the question. Starting with the most
general, themes were grouped into two categories as they were identified, those of the
charter school played a role in social and emotional competence development and/or
promotion, or the charter school environment did not play a role in the development and/or
promotion of social and emotional competence. Within the general categories of playing a
role or not playing role, more specific topics were uncovered within the playing a role
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category. In Table 15, direct quotes from answers to the open-ended question related to this
research question can be found. For a theme to be considered within the sub-category of
whether the charter school environment played a role, there needed to be at least two
responses that could be coded within a similar theme. If a response was deemed to fall
within the theme of the charter school environment does not play a role, all of those
responses were kept under the umbrella without further specification or categorization.
Conversely, the themes identified as the charter school environment played a role in the
development or promotion of overall social and emotional competence were categorized
into more specific themes/topics including family/personal, smaller size, collaboration,
administration/trust, school activities, and more work/stressful. Interestingly, one theme
was negative in that participants thought that the charter school environment contributed to
increased levels of stress and work.

Table 15
Role of Charter School Environment in Development or Promotion of Overall Social and
Emotional Competence
Role of Charter School
Plays a Role
Family/Personal:
“They are big on family or personal time”
“This school is more personal”
“feel more like a family”
“more personal and freeing atmosphere”

Does Not Play a Role
“I do not find it to be vastly different
than public school”
“I do not see much of a difference”
“very little”
“no idea”
“a relatively small one”
“not a lot”
“n/a”
“we do not have a plan”
“…does not consider this element”

Smaller Size:
“still a small school environment”
“low student/faculty population”
“it’s a smaller community”
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“the small town feel”
“smaller class size is vital”
“school community smaller and less overwhelming”
Collaboration:
“ability to collaborate”
“encouraged to collaborate”
Administration/Trust:
“does not micromanage”
“trust she puts in us”
“treat others as you would want to be treated”
“I feel more respected and trusted”
“always an ear open”
“gestures aimed at raising morale”
School Activities:
“social gatherings”
“team-building activities”
“HR Manager sends information”
“PD and Training opportunities”
“providing online webinars and resources”
“the PDs they provide for us is a great help”
More Work/Stressful:
“it’s more stressful in some ways”
“feeling incredibly stressed and anxious”
“ more stressful and doing more with less”
“more work in my opinion”
“put in much more effort”
“school expects a lot”
“my stress is very high”
“amount of work is overwhelming”
“much of my stress and emotions come from work”
“teaching can be extremely stressful”
“feel overwhelmed…or burnout”
“adds to my stress”
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“I am not clear on how they have
been”
“I have not received any training/PD”

CHAPTER 5 DISCUSSION
Introduction
The purpose of this study was to understand the role of peer relationships in developing,
promoting, and maintaining teachers’ SEC in the charter school setting. Completed surveys were
collected from 89 charter school participants. Research has shown that teacher SEC is usually
contextualized within the context of student outcomes and student achievement. Additionally,
the research associated with training and programs on SEC did not focus on teacher outcomes or
impact but on student impact or outcomes. This study sought to explore the concept of teacher
SEC, independent of student outcomes or achievement, and the factors that may influence it.
Those factors included demographics, as well as the setting, which in this case was a charter
school. Specifically, this study sought to understand the role of peer, or interpersonal
relationships, and how they impact teacher SEC. The study sought to address the following
research questions:
1) What is the overall Social and Emotional Competence of Teachers in the Charter School
setting, specifically in the areas of Interpersonal Relationships, Emotion Regulation, Social
Awareness, and Teacher-Student Relationships?
2) Is there a relationship between Emotion Regulation, Social Awareness, Teacher Student
Relationships, and teacher perceptions of their Interpersonal Relationships with faculty and staff?
3) Are there differences in Teacher SEC, specifically interpersonal relationships, based on
certain demographic characteristics including grade level taught, teaching experience, subject
taught, gender, and ethnicity?
4) What role does the charter school environment play in the development of Teacher Social and
Emotional Competence?
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The data analysis conducted in this study adhered to the research questions above. The
analysis utilized both quantitative analysis and qualitative analysis. The quantitative portion
included descriptive statistics, analysis of variance (ANOVA), and correlation analysis. The
qualitative data analysis used content analysis as a vehicle for identifying themes within the
open-ended questions. The first two questions used both qualitative and quantitative data
analyses to explore the research question, while the third question was a single, open-ended
question.
Brief Summary of the Findings
Teacher SEC
The first finding is interesting because teachers possess a level of SEC in the areas of
interpersonal relationships, emotion regulation, social awareness, and teacher-student
relationships, despite not having significant levels of formal training based on the responses of
the charter school participants. It is especially noteworthy the order in which teachers
demonstrated the highest levels of competence, or agreement, with social awareness being the
highest and emotion regulation being the lowest. The question becomes from where does this
level of competence come or how do teachers become socially and emotionally competent? The
answer to this question was explored in research question three, which asked teachers to discuss
their previous experience with SEC training.
Previous SEC Experience
For the second data set, the most illuminating portion was the “other experience”
category. One must reiterate that nearly a quarter of the charter school participants did not
respond and that matters, however, the responses fell in line with the previous research. It is
worth noting that five unique charter schools participated in the study and most of the responses
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about where charter school participants received training came from two particular charter
schools. The research holds, however, that teacher SEC is not being developed or promoted
within the school setting or even in the preservice environment. The question is where to begin.
Teacher SEC is complex and multi-dimensional. For the purposes of this study the focus was on
relationships, specifically peer or interpersonal relationships. Hen and Goroshit (2016) discussed
using SEC to manage relationships and to be self-aware and, according to Aldrup et al. (2021),
research on relationship skills within SEC is lacking and deserves further exploration, since
teacher SEC is essential to addressing the unique challenges of the teaching profession. The next
section seeks to find correlation between those interpersonal relationships and other factors of
SEC, specifically emotion regulation, social awareness, and teacher-student relationships.
SEC Factors
Of note, emotion regulation while still significant, had the lowest correlation. Both social
awareness and teacher student relationships had higher correlation. These are interesting findings
because the assumption would be that emotion regulation would factor more significantly in the
development of interpersonal relationships. Additionally, teacher student relationships are often
seen as different from interpersonal relationships, where interpersonal relationships relate to
faculty and staff, not students or their families. Even the questions about interpersonal
relationships focused heavily on the dynamics between teachers and how they interacted with
one another. This dynamic is the focus of the next topic, which is how interpersonal relationships
influence collaboration and planning within charter schools.
Charter School Environment Impact on Collaboration and Planning
In examination of the charter school environment, the environment is where collaboration
and planning occur. The findings from this question provided an insight into how teachers
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approached one another, the relationships they created, and how that relationship was informed.
Most of the responses skewed to the positive side with charter school participants explicitly
stating that having positive relationships improved collaboration and planning. The second and
third highest responses were associated with communication and community/support. It is worth
noting that another way the responses could be grouped would be using the other factors
explored in the survey, those of emotion regulation, social awareness, and teacher student
relationships. One could have viewed the themes of community/support, respect, and problem
solving as part of social awareness, while feelings/emotions and better/positive relationships
improved collaboration/planning as part of emotion regulation. Some responses were not
included because they dealt with how teachers planned for students and/or dealt with family
members; they were excluded from the table because they did not directly answer the question.
Those few responses could have been categorized as teacher student relationships, however, the
coding brought to light the key finding that interpersonal relationships play a pivotal role in
collaboration and planning. They can have a negative impact, however, as evidenced by the 12
charter school participants who categorized their interpersonal relationships negatively or in a
neutral manner. Neutral individuals said that they work alone or that their relationships either
have no effect or no influence.
New Teachers
The research skewed towards SEC through the lens of student outcomes, achievement,
and behavior (Theisen-Homer, 2021). There is a noticeable dearth of research on the topic of
years teaching and its role in the development of interpersonal relationships; according to
Theisen-Homer (2021), there is limited research into how new teachers develop relationships
with students. It is worth noting that there is research about relationships for new teachers on the

63

topic of mentorship and new teacher programs, however, that was not the main thrust of this
research study. Aspelin (2019) discussed the research associated with preservice teachers and
social emotional competence training, but once again the focus was on student outcomes and
building positive student relationships. The goal of this study was to identify whether any of the
demographic factors were significant in the development, promotion, or maintenance of teacher
SEC, specifically interpersonal relationships. Since new teachers were identified as a statistically
significant group, the interpretation may be that new teachers have had some form of pre-service
training and/or their newness to the profession plays a role in their own teacher SEC. The
findings from the study demonstrated that teachers with 1 year of experience had the lowest
means of all groups surveyed.
Racial Identity
Previous research has looked at the impact of person-centered teacher variables in
reference to student outcomes, but not teacher outcomes. “A meta-analysis found that personcentered teacher variables have an above average finding level association with positive student
outcomes” (Nielsen et al., 2019, p. 412). This means that demographic factors play a larger role
in student outcomes. For this study, of the five demographic categories explored, grades taught,
subject taught, years taught, gender identity, and racial identity, three of the categories were
found to be not statistically significant regarding interpersonal relationships; they were grades
taught, subject taught, and gender identity. In terms of this study, for racial identity,
Hispanic/Latino teachers had the lowest means in comparison with the other racial groups
surveyed. That does not mean the other factors do not play a role in teacher SEC, but rather it
means that this instrument did not have any statistical findings. Moving forward, “researchers
and policy makers have also called for leveraging SEL to support teaching, learning, and care for
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students and educators” (Yang, 2021, p. 505). This leads to the environment where the teaching
and learning takes place, specifically the charter school setting.
Role of Charter School Environment
Charter school participants had varied responses to the research question related to the
charter school environment. First and foremost, the charter school participants strongly favored
the notion that the charter school environment played a role in the development and/or promotion
of teacher SEC. That role took on specific forms such as training and professional development,
having smaller class sizes, or a positive administrative experience. Other roles were more
ambiguous and dealt with collaboration and a more familial atmosphere. Most interesting was
the fact that charter school participants reported that the charter school environment was more
stressful and more work, thus making the role more negative than positive. Not all charter school
participants thought the charter school environment played a role or found the setting to be like
that of the public school where they previously taught. Overall, the charter school environment
provided a variety of areas where the environment itself played a factor in the teacher SEC.
Reasons that Account for the Results
Reporting of Specific SEC Factors
Previous research indicated that “school professionals play a critical role in the
implementation of SEL” (Haymovitz et al., 2018, p. 51). Although adult SEL training has
increased, there is minimal training at the preservice level” (Murano et al., 2019, as cited in
Humphries & McKay-Jackson, 2021, p. 7). This means that teachers are demonstrating a level of
SEC. One researcher posited that teacher preparation does not focus on the development,
promotion, or maintenance of teacher SEC because they are grownups who already have a level
competence in this area and do not need specific or targeted training (Hadar et al., 2020).
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Another possibility may be that teacher preparation or preservice programs, as well as school
professional development, prioritize conventional aspects of teacher preparation (e.g., pedagogy
and subject matter teaching) over social-emotional competencies (Hadar et al., 2020). Whatever
the case, charter school participants responded with a level of teacher SEC that was not expected
based on the research.
Teacher Preparation
Previous research has stated that reviews conducted over the past few years indicated that
teacher SEC was a low priority in teacher preparation (Hadar et al., 2020). This is relevant
because the many responses fell within the “other experience” theme for previous training or
programs associated with SEC. This aligns with the statement that “the SEL movement has
largely focused on the development of students’ SEC and changing practices in schools to create
positive emotional climates for students” (Humphries & McKay-Jackson, 2021, p. 13), not on
teachers or educators.
Interpersonal Relationships
The factors enumerated within the measure used for this study included interpersonal
relationships, emotion regulation, social awareness, and teacher student relationships. The goal
of this study was to identify the correlation between each of the factors and interpersonal
relationships. Emotion regulation, social awareness, and teacher student relationships each have
been explored in previous research. Fiorelli et al. (2017) discussed the importance of social
awareness in the context of relationships, while Brackett et al. (2006) discussed emotions in the
context of relationships, and (Schonert-Reichl et al., 2016) examined the teacher student
relationships. With this research as a base, it can be extrapolated that looking at their
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interconnection and impact on interpersonal relationships, a key component of SEC is potentially
worthy of exploration.
Reporting of Demographic Factors
With previous research limited to the role of relationships between teachers within the
context of teacher SEC in the charter school environment, the focus has been on student
outcomes or behaviors. “Teachers are the primary implementers of specific programs, and both
their beliefs about and support for SEL, and their confidence, can likely influence program
delivery, evaluation and outcomes” (Nielsen et al., 2019, p. 417). “The relational competence of
the teachers is seen as the foundation for creating an inclusive environment in the classroom,
where it is possible to develop social, emotional, and intercultural (SEI) competencies for both
students and teachers” (Nielsen et al., 2019, p. 413). Final last word of the quote is key as
teachers are included in the development of SEC. Developing those competencies, specifically
interpersonal relationships, is vital to the school and classroom environment within the charter
school setting.
New Teachers and Racial Identity
Based on the research from Le Cornu (2013), new teachers face unique struggles when
entering the teaching profession. specifically in the area of interpersonal relationships. This
research in conjunction with the finding that new teachers had a statistically lower means than all
other groups surveyed uniquely positions charter schools to provide specific support to new
teachers entering their schools. The same can be said for Hispanic/Latino teachers. Boser (2011)
identified that teachers of color have needs based the make-up of the student and societal
population. With Hispanic/Latino teachers scoring lowest out of all racial groups surveyed,
charter schools may look at employing specific strategies and training to ensure that they are
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equipped to develop and maintain interpersonal relationships with other teachers. Perhaps in the
future study there should be a more specific examination of not only how new teacher interact
with the teacher peers, but also how Hispanic/Latinos interact with teachers from other racial
groups.
Previous research explored the role of racial identity, stating that “race and ethnicity
impacted (or did not) the teachers’ processes of teaching” (Rodriguez et al., 2020, p. 957).
“While the majority of teachers described a lack of importance of race and ethnicity, six of the
18 teachers explained how their race and ethnicity shaped their lived experiences and
interactions with others” (Rodriguez et al., 2020, p. 958). Furthermore, “Race and ethnicity were
highlighted by some teachers as important factors in how they thought of themselves in relation
to their students, parents, and classrooms” (Rodriguez et al., 2020, p. 961). This study affirms
that ethnicity of the teacher plays a role in teacher SEC at charter schools.
Charter Schools
Previous research was not robust on the topics of charter schools and the role charter
schools played in the development or promotion of teacher SEC. “The school professionals who
work with the students are rarely the target of intervention” (Humphries & McKay-Jackson, p.
13). That does not mean that teachers should not be the focus of training or intervention on the
topic of SEC. Nielsen et al. (2019) believed that “supporting teachers in developing professional
competencies in using SEL-approaches, and support for the implementation can be critical…” (p.
410). Additionally, the school should take on the onus of training and preparing teachers in the
realm of SEC; “ownership is important at both the teachers and school level” (Nielsen et al.,
2019, p. 420).
Contributions to Literature
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The findings of this study built on those of previous studies on teacher SEC (Aldrup et al,
2021; Collie & Perry, 2019; Dorman, 2015; Tom 2012) in that they posited some need for
exploring the concept of teacher SEC in a manner that was different from traditional SEC
training which primarily focused on student achievement, outcomes, and behavior. Nielsen et al.
(2019) stated that teacher SEC needs a different measure or scale than the one used for
measuring students SEC. The charter school setting is vital to this exploration. Torres and
Weiner (2018) provided the necessary insight into the differences between public and charter
schools. Therefore, this study serves as a building block for furthering the exploration of teacher
SEC at charter schools as a topic worthy of exploration. In addition to the topic and measure,
there are the demographic factors as well as the charter school setting that provide a contribution
to the literature.
The research is scant but not non-existent on demographic factors influencing the
development, promotion, and maintenance of teacher SEC within charter schools. Based on the
results of the study, the two factors that impacted the interpersonal relationship aspect of teacher
SEC were racial identity and years of teaching. An examination of the research (Achinstein &
Aguirre, 2008; Maddamsetti, 2020; Rodriguez et al., 2020) highlights the role of racial identity,
especially for new or preservice teachers. Although this research does not specifically name
charter schools, the charter school environment should be ignored. Based on the increase in
charter schools as viable options for public schools and the increased enrollment of students in
charter schools, it becomes worthwhile to explore these concepts within the charter school
context (Editorial, 2021). This aligns with the findings from the data analysis where racial
identity, specifically Hispanic teachers, and teachers with one year teaching experience, were
statistically significant to charter school teachers. Based on the findings regarding Interpersonal
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Relationships specifically, both teachers with 1 year of experience and Hispanic/Latino teachers
had statistically lower means, therefore demonstrating a potential avenue for intervention or
assistance to be provided by the charter school in the development of those interpersonal
relationships. Unfortunately, the research was more limited on the role of the charter school
environment in the development, promotion, and maintenance of teacher SEC.
Despite Roch and Sai’s (2017) examining teacher job satisfaction in the charter school
setting, Torres & Weiner’s (2018) exploration of the differences between charter schools and
public schools, and Weiner & Torres’s (2016) investigation of teacher identities in charter
schools, it was challenging to find research on the topic of this study. There were numerous
articles on the proliferation of charter schools and their efficacy (Barrett, 2003; Editorial, 2021;
Lueken et al., 2015; May, 2006; Winters, 2012), thus providing a valid platform for research to
be conducted within this setting. Charter schools are held to different standards than traditional
public schools (Roch & Sai, 2017), and lend a unique environment for teachers. While the
research explores how students are impacted or achievement is measured, this study sought to
build on the work of Weiner & Torres (2016) and Roch & Sai (2017). However, it is worth
noting that the focus of Roch & Sai (2017) was job satisfaction, specifically interpersonal
relationships not SEC, and Weiner & Torres (2016) looked at teacher identity, which is different
from teacher SEC. In conjunction with the previous literature, this study suggests future research
is necessary to further explore the role the charter school environment plays in the development
and promotion of teacher SEC.
Implications for Teacher Education
To develop the SECTRS instrument, Tom (2012) identified a need to create a reliable
instrument that evaluated teacher SEC, separated from student outcomes, achievement, and
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behaviors. Tom (2012) further posited that “studies on teacher self-report measures also reveal
that they may be demographic characteristics that influence teacher reports of well-being” (p.
39). Couple these ideas with the proliferation of SEL programs and initiatives being
implemented throughout schools, not only nationally, but globally (Tom, 2012), and one has
found an area of research worth exploring in the educational space. “A teacher SEC assessment
is necessary in order to investigate the influence of teacher SEC on SEL program implementation
and other academic outcomes” (Tom, 2012, p. 33). This study sought to utilize Tom’s (2012)
SECTRS instrument in conjunction with open-ended questions to explore one piece of the SEC
puzzle, relationships, specifically within the charter school setting.
Cornerstones of any relationship in the school setting, or in the case of this study,
interpersonal relationships, are emotional abilities related to social functioning (Brackett et al.,
2006). Building on those emotional abilities, or in SECTRS terms emotion regulation, is the
awareness of teachers’ own SEC, or social awareness (Nielsen et al., 2019). The final component
of the SECTRS instrument is teacher student relationships, which Schonert-Reichl et al. (2016)
named, but also declare that the exploration of teacher SEC, external to those student teacher
relationships, may impact the well-being of the teachers as well as the students. Therefore, the
examination of the interplay between interpersonal relationships and emotion regulation, social
awareness, and teacher student relationships, is a worthwhile endeavor. Tom (2012) made the
case for examining the role demographic information played with respect to those interpersonal
relationships.
All of this serves as the foundation for positing the notion that teacher SEC should be a
topic that is studied and examined, and explicitly addressed and assessed. Charter schools and
public schools do not do enough to address the SEC of teachers nor do they spend enough time
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on teacher-to-teacher relationships (Oberle & Schonert-Reichl, 2017). This study explored
charter schools in particular and the responses highlighted a need for more targeted instruction,
intervention, and programming within this area. Charter schools should be creating and
implementing SEC training geared towards teachers so that those educators can see
improvements not only in student outcomes but also teacher outcomes.
Based on the findings of this study, charter schools need to focus on teacher preparation
and teacher development that relate racial issues and new teachers. The two groups of new
teachers and Hispanic/Latino teachers are worth exploring. Within this study charter school
participants noted that some of their experiences were from school activities; those activities
need more focus and direction to increase, develop, and promote teacher SEC for teachers of
color. Furthermore, they should build on the finding that new teachers are demonstrating a need
for teacher SEC and for promoting and developing that competence as they become veteran
teachers. Another suggestion would be to have new teachers serve as participants in teacher SEC
training and find ways that they can assist as the charter school develops and promotes SEC
amongst other teachers within the charter school. Finally, the administration needs to look at the
make-up of their faculty and leverage the teacher SEC of teachers in how they develop teacher
in-service training.
Limitations
It was clear that this study had certain limitations. The first limitation was
generalizability. Only five charter schools participated in the study and each school had its own
culture that was highlighted in some of the responses, especially the open-ended questions.
Further limitations on generalizability were the low number of participants.
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The second limitation was related to the exploration of interpersonal relationships. SEC is
a combination of factors and usually viewed in a more holistic manner because the variables play
off one another and build on each other. Both time and space limited an exploration of such a
magnitude.
Third, no data was collected from administrators and other school faculty. Schools are
not made up solely of teachers and when examining the SEC, having the input of administrators,
counselors, support staff, and other educational professionals located within the building could
have been useful and insightful. Finally, self-reports are subject to bias as participants may
provide the more socially acceptable responses.
Future Implications
Additional implications call for a deeper examination into the role demographic factors
play in the development and promotion of teacher SEC in charter schools. More specifically,
what are charter schools doing to support first year teachers and Hispanic teachers? Furthermore,
many of the open-ended questions could serve as starting points for their own individual studies,
specifically the ones on previous SEC experience, the role of interpersonal relationships in the
development of teacher SEC, and the impact of the charter school environment of teacher SEC.
The charter school environment is a hotbed of topics that have yet to be explored. The research is
scant, yet it is clear that charter schools are here to stay. In the district where the current study
was conducted, new charter schools are popping up every year. Their enrollment is up and this
study serves as a basis for examining them with a more critical eye. There is room to build on
the findings from this study.
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APPENDICES
Appendix A: Survey Instrument
Directions: This survey is voluntary, which means you may choose not to complete it or not to
answer individual questions. There is no direct benefit of this survey to you but your responses
will help in developing effective teacher education programs. All data from this survey will be
kept confidential.
Estimated time to complete survey: 20 minutes
Part One: Demographic/Background Information
1) What grade(s) are you currently teaching? ____________________
2) If you teach a specific subject, please select all that apply and specify the content area(s)
(e.g. Math: Algebra, Geometry): __________
a) Math: ____________________________________________________________
b) Science: __________________________________________________________
c) Social Studies: _____________________________________________________
d) English: __________________________________________________________
e) Music: ___________________________________________________________
f) Art: _____________________________________________________________
g) Physical Education: _________________________________________________
h) Other: ____________________________________________________________
3) Including this year, how many years have you been teaching?_____
4) What is your gender?
a) Female
b) Male
c) Other, please specify: ___________________
5) What is your racial identity? Please mark all that apply
a) White/ Caucasian
b) Black/ African American
c) Hispanic/ Latino
d) Asian/ Pacific Islander
e) American Indian/ Native American
f) Other, please specify ____________________
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Part Two:
Question
1

2
3

4

5

6

Strongly
Disagree

Disagree Somewhat Somewhat Agree
Disagree
Agree

Strongly
Agree

Staff members
seek my advice
when resolving a
problem.
It is easy for me to
tell people how I
feel.
In conflict
situations with
staff members, I
can effectively
negotiate
solutions.
Staff members at
my school respect
me.
I pay attention to
the emotions of staff
members at my
school.
I feel comfortable
talking to parents.

Open Ended Questions:
1) How do your interpersonal relationships (see questions above for examples) influence
your collaboration and planning with your peers?

2) Please provide an example if possible.

75

Part Three:
Question
1

2

3

4

Strongly
Disagree

Disagree Somewhat Somewhat Agree
Disagree
Agree

Strongly
Agree

I nearly always
stay calm when a
student upsets
me.
I remain calm
when addressing
student
misbehavior.
I frequently get
upset when
students provoke
me.
I think before I
act.

5

I frequently get
upset in the
classroom and do
not understand
why.

6

I am able to
manage my
emotions and
feelings in
healthy ways.

Open Ended Questions:
1) What is your previous experience with Social and Emotional Competence (e.g., stress
management, cultural competence, empathy, etc.) training or programs?

2) In what ways do your relationships with staff influence your emotional awareness and
stress management (see questions above for examples)?
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Part Four:
Question
1

2

3

4

Strongly
Disagree

Disagree

Somewhat
Disagree

Somewhat
Agree

Agree

Strongly
Agree

I appreciate
individual and
group
differences
(e.g., cultural,
linguistic,
socioeconomic, etc.).
My students'
safety is an
important
factor in the
decisions I
make.
I problem-solve
with students
when there is a
problem or
argument.
I make an effort
to ensure that
my instruction
is culturally
sensitive.

5

I know how my
emotional
expressions
affect my
interactions with
students.

6

I consider my
students' wellbeing when
making
decisions.

Open Ended Questions:
1) What role does the Charter School environment play in the development or promotion of
your overall Social and Emotional Competence development, including but not limited
to: stress management, emotional awareness, and relationships with coworkers?
2) In what ways does your ability to empathize with others influence the creation of
informal support or interpersonal relationships?
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Part Five:
Question
1
2

3

4
5

6
7

Strongly
Disagree

Disagree

Somewhat Somewhat Agree
Disagree
Agree

I have a close
relationship with
my students.
I am aware of
how all of my
students are
feeling.
I am good at
understanding
how my
students’ feel.
Students come to
me with
problems
It is very
difficult to for
me to build
relationships
with students.
I create a sense
of community in
my classroom.
I build positive
relationships
with my
students'
families.

Open Ended Questions:
1) In what ways do your relationships with students or student’s family impact
your emotional awareness and stress management?
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Strongly
Agree

Appendix B: IRB Approval
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Appendix C: Informed Consent

Informed Consent:
The Role of Peer Relationships in Developing, Promoting, and Maintaining Teachers' Social and
Emotional Competence in the Charter School Setting.
You are being invited to participate in a research study about teacher social emotional competence in a
charter school setting. This research project is being conducted by Ted Weisman, Dr. Chia-Liang Dai, and
Dr. Shaoan Zhang of the University of Nevada, Las Vegas, College of Education. The purpose of this
study is to examine the role the Teacher Social and Emotional Competence plays in the development,
promotion, and maintenance of relationships with peers within the Charter School environment.
There are no known risks if you decide to participate in this research study, nor are there any costs for
participating in the study. The information you provide will help us understand how best to satisfy the
needs of charter schools and the needs of new teachers. The information collected may not benefit you
directly, but what I learn from this study should provide general benefits to teachers, schools, and
researchers. In addition, to address concerns associated with the current health environment, data may be
collected in a virtual or in-person meeting depending on the specific situation.
This survey is anonymous. If you choose to participate, do not write your name on the questionnaire. No
one will be able to identify you, nor will anyone be able to determine which company you work for. No
one will know whether you participated in this study. Nothing you say on the questionnaire will in any
way influence your present or future employment with your company.
Your participation in this study is voluntary. If you choose to participate, please complete the electronic
questionnaire provided. For questions regarding the rights of research subjects, any complaints or
comments regarding the manner in which the study is being conducted you may contact the UNLV
Office of Research Integrity – Human Subjects at 702-895-2794, toll free at 877-895-2794, or via
email at IRB@unlv.edu.
If you have any questions or concerns about completing the questionnaire or about being in this study,
you use the following contact information:
Chia-Liang Dai, Ph.D.
Assistant Professor
Health and Physical Education,
Department of Teaching and Learning
College of Education
University of Nevada, Las Vegas
Phone: 702-895-1388
Email: chia-laing.dai@unlv.edu

Shaoan Zhang, Ph.D.
Associate Professor
Teacher Education
Department of Teaching and Learning
College of Education
University of Nevada, Las Vegas
Phone: 702 8955084
Email: Shaoan.Zhang@unlv.edu

Ted Weisman, M.A.T., M.Ed.
Doctoral Student
College of Education
University of Nevada, Las Vegas
Phone: 702-895-2341
Email: weismant@unlv.nevada.edu

My questions have been answered to my satisfaction, and I agree to participate in this study.
By completing this survey, you are consenting to participate in this study.
Please save a copy of this form for your records.
____________________________________________________
Signature
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___________________
Date
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